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ABSTRACT 
Teaching About Heterosexism: 
A Psychological Education Design Project 
(February 1986) 
Roberta L. Harro, B.A., Lebanon Valley College, M.S.Ed., Marywood College 
Ed.D., University of Massachusetts 
Directed by: Bailey W. Jackson III Ed.D. 
Heterosexism, the oppression of lesbians and gay men, is a topic 
that has received little attention in the field of education. Efforts 
to teach about it have been few and limited. In addition, there is no 
specific set of principles for how to teach about it. This project- 
style dissertation combines a model of oppression with the principles of 
anti-oppression education, the specific application of psychological 
education to the content of issues of oppression, in an attempt to 
refine a model for designing educational experiences about heterosexism. 
This project was developed as a part of the Social Issues Training 
Project of the Human Services and Applied Behavioral Science Division of 
the School of Education, University of Massachusetts at Amherst. The 
model for teaching that was developed is intended for application in 
that project and in any setting where adults, college age and older, 
voluntarily attend sessions to raise their own awareness levels about 
heterosexism. The project is directed at educators who want to gain 
insight on how to design and conduct educational experiences about 
heterosexism. 
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This approach is unique because it defines the "problem" to be 
studied as heterosexism, the societal response to homosexuality, not 
homosexuality itself. It also considers the fact that people's emo¬ 
tional response to the content, due to their history of socialization, 
will influence the dynamics and the outcomes of the learning experience. 
The resulting educational model respects the learners while encouraging 
them to raise their own consciousness. 
The project consists of a definition and review of the phenomenon 
of heterosexism as it operates in the U.S. culture, a summary of some of 
the types of education about heterosexism that currently exist, a 
description of the oppression model developed by Bailey Jackson and Rita 
Hardiman, a description of the principles of anti-oppression education 
refined by Gerald Weinstein and Lee Bell, a detailed description of the 
application of the anti-oppression design principles to the development 
of two actual workshops on heterosexism, a narrative of the conducting 
of those workshops, a summary of evaluation results from those workshops 
with respect to how effectively they accomplished anti-oppression 
objectives, and suggestions for improvement and refinement of the 
heterosexism education model. 
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CHAPTER I 
INTRODUCTION 
. . . homosexuality will not go away . . . efforts to under¬ 
stand homosexual behavior have thus far failed to produce an 
appreciation of the homosexual as a segment of the American 
life-style . . . homosexuality is both an enigma and a dilemma 
for Americans today. 
James W. Chesebro 
In the introduction to his book, GaySpeak (1981), James W. Chesebro 
says that only two choices exist for understanding homosexuality. One 
choice is to believe that homosexuality will disappear if we prohibit, 
deny, or conceal it. Evidence of this strategy is pervasive. People 
don't talk about members of their family who are homosexual; parents 
become alarmed if a child displays a behavior that is typical of the 
other gender; gay men and lesbians are denied housing, loans, jobs, 
joint insurance, hospital visitations, and inheritances because of 
sexual orientation; police raid gay bars and arrest people on selec¬ 
tively enforced morals charges; lesbians are raped to "teach them a 
lesson"; and gay and lesbian people are beaten or killed as a result of 
fear, ignorance, and misinformation. 
The second choice is to believe that the homosexual can be inte¬ 
grated into the mainstream of American society by creating appreciation 
and understanding of homosexuality. That is, understanding "the problem 
of homosexuality" will enable people to accept it more readily. As the 
opening statement illustrates, this strategy is not realistic as long as 
our American culture continues to reward negative social reactions to 
homosexuality. Adrienne Rich talks about "compulsory heterosexuality" 
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as a mandate which completely devalues any sexual orientation which is 
not heterosexual, and requires conformity to heterosexual norms for 
survival (1980). Acceptance of such a devalued condition is unlikely. 
Simply giving people information about the lifestyles of gay men and 
lesbians will not erase all the prejudices, stereotypes, myths, and 
fears that constitute most people's learning about homosexual issues. 
Chesebro believes that both choices are unrealistic because they 
have focused on homosexuality as the problem. He says that, "Indeed, a 
good deal of evidence now exists which suggests that the social response 
to homosexuality is the issue, not the behavior itself" (1981, p. xi). 
This social response takes the form of the oppression of lesbians, gay 
men, bisexuals, and other sexual minorities, and is described by the 
term heterosexism. This project takes as a central assumption that 
heterosexism is the problem, and unlearning it is a task worthy of 
careful study. 
The Purpose of the Project 
The purpose of this project is to design, implement, conduct, and 
evaluate a heterosexism education program based on principles derived 
from anti-oppression education. This project differs from existing edu¬ 
cational efforts in several significant ways described later in this 
chapter. 
Although the problem of heterosexism can be approached from a 
variety of perspectives such as creating legislation to prevent discri¬ 
mination against homosexuals, conducting public social actions to 
3 
attract attention to the social injustice that is part of heterosexism, 
and disarming the stigma that exists in psychological, religious, and 
legal arenas, this project focuses only on education. 
Design of the Project 
The design for this project dissertation consists of: (1) develop¬ 
ing a theoretical model based on two bodies of literature, oppression/ 
heterosexism literature and psychological education/anti-oppression 
literature; (2) designing two learning experiences based on that theore¬ 
tical model; (3) conducting and evaluating the designs; and (4) report¬ 
ing conclusions, suggestions for improvement, and recommendations for 
use and further study. 
The introductory chapter provides: (1) definitions of terms; (2) a 
documented description of the social context of the heterosexist society 
in which limited educational efforts exist; (3) an explanation of the 
limitations which this project's approach seeks to avoid; and (4) the 
significant features, assumptions, and delimitations of this project. 
Chapter II describes the development of a theoretical model, based 
on oppression/heterosexism literature and psychological education/anti¬ 
oppression literature, which addresses limitations of existing educa¬ 
tional efforts and reflects a conscious understanding of the phenomenon 
of oppression and the dynamics of learning and teaching about social 
issues. This chapter substantiates the value and appropriateness of a 
psychological/anti-oppression education approach to the problem, and 
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elaborates the principles of that approach as they are applied to the 
content of heterosexism. 
Chapter III describes the application of the theoretical model in 
the design of two specific learning experiences, which are contracted 
for, designed, conducted, and evaluated as part of the project. The 
chapter contains descriptions of these processes including descriptions 
of the learner groups, application of theory to the design process, 
detailed explanation of the educational design, and a narrative of the 
experience of conducting the designs. 
Chapter IV of the project details the evaluation process and re¬ 
ports and discusses the results. Perspectives of evaluation include 
those of learners, facilitators, and process observers. 
Chapter V includes conclusions, suggestions for improvement and 
changes, new thoughts, and further study directions. 
Definitions of Terms 
The following are the definitions of terms as they are used in this 
project. These definitions are a synthesis of the thoughts of several 
authors writing about oppression and heterosexism. The primary sources 
are cited here, and the detailed explanation of the formation of these 
definitions can be found in Harro's "Heterosexism 101: The Content for 
an Educational Experience" (1983). 
Oppression. A systematic social phenomenon in which a social group 
with relatively more power (dominant) holds a set of negative beliefs 
(prejudice) about and acts based on those beliefs toward people in a 
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social group with relatively less power (subordinate). These beliefs 
and actions are sanctioned and enforced by cultural ideologies and 
institutions, and result in a privileged existence for dominants, a sub¬ 
jugated existence for subordinates, and the dehumanization of both 
(Adam, 1978; Freire, 1968; Hardiman and Jackson, 1980; Katz, 1978). 
Dominant. In each form of oppression, the dominant social group 
has more social power (Blauner, 1972; Hardiman and Jackson, 1980; Katz, 
1978). They are the decision makers; they have the influence to shape 
social norms and the status to enforce those norms (Adam, 1978; Golden- 
berg, 1978; Memmi, 1965; Miller, 1976). They decide on what is to be 
valued and what language shall be used to describe other social groups. 
They have access and availability to certain rights and rewards in our 
culture that others do not have (privilege) (Blauner, 1972; Goldenberg, 
1978; Hardiman and Jackson, 1980), and live on the assumption that their 
own ways of being, define what is "normal" and "correct" (Memmi, 1965; 
Miller, 1976). Dominant social groups in our culture include whites, 
males, heterosexuals, gentiles, able-bodied and minded people, middle 
and monied classes, young adult through middle-aged people, and others. 
Each person is born into her/his social groups, so that there is no need 
to feel guilt for being a member of a dominant qroup. Dominants can, 
however, be held responsible for their attitudes and actions. 
Subordinate. The social groups whose existence is limited by op¬ 
pression are subordinate social groups (Adam, 1978; Freire, 1968; 
Goldenberg, 1978; Memmi, 1965; Miller, 1976). They include Blacks, 
Hispanics, Asians, Native Americans, women, homosexuals, bisexuals, 
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Jews, physically and mentally challenged people, poor and lower class 
people, the very young, the very old, and others in similar groups. 
Heterosexism. The oppression of lesbians, bisexuals, gay men, and 
anyone not clearly identified as heterosexual is heterosexism. It has 
characteristics which make it distinct from other forms of oppression 
as well as characteristics in common with the other forms (Harro, 1983; 
Rosenthal, 1981; Weinberg, 1972). 
Homophobia. This term means the irrational fear of homosexuals or 
homosexuality in oneself or others (Altman, 1971; Bui lough, 1977; Wein¬ 
berg, 1972). Recent literature expands the definition to include any 
belief system or set of cultural norms that support the perpetuation of 
discrimination against homosexuals and the doctrine of "compulsory 
heterosexuality" (Adam, 1978; Morin and Garfinkle, 1981). Homophobia 
ranges from slight nervousness at seeing a gay newspaper on a desk to 
persecution and murder of gay men or lesbians because of their sexual 
orientation. Homophobia keeps heterosexism an invisible issue, and per¬ 
petuates sexism by frightening women and men into staying in traditional 
sex roles. 
Psychological education. An educational process based on the prem¬ 
ise that the goal of all educational efforts ought to include promoting 
psychological development (Fletcher, 1978; Weinstein, 1976). Its theo¬ 
retical base is in cognitive developmental theory, and it defines learn¬ 
ing and teaching principles that increase people's options for making 
sense of, and operating effectively in, their real environments. In the 
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judgement of this author, this process is clearly suited to the design 
of educational experiences on issues of oppression. 
Anti-oppression Education. This term means the application of 
psychological education to the development of education about oppression 
(Weinstein and Bell, 1983). A section later in this chapter is dedi¬ 
cated to introducing this approach in more detail, and Chapter II 
details the application of anti-oppression education to the design of 
heterosexism workshops. 
These definitions are consistent with the particular model of 
oppression used throughout this project. It is important to note that 
the terms may take on different meanings depending on the way oppression 
is framed and defined in different models, and from different theoreti¬ 
cal perspectives. Having assigned specific meanings to these terms, it 
is necessary to describe the context in which they are used. 
Description of the Social Context: 
The Heterosexist Culture 
This project has as a central premise that heterosexism is one 
manifestation of oppression, and as such, it is a major problem to be 
addressed in our culture. The way a problem is named in a culture has 
impact on how that problem is approached, thus, when a culture defines 
homosexuality as the problem, the results include the devaluing of an 
entire group of people, or oppression. The model of oppression used by 
this project to make sense of this cultural phenomenon originated with 
Bailey Jackson and Rita Hardiman at the University of Massachusetts, and 
continues to be refined as it is applied in various settings. There are 
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other models for understanding oppression, and this choice is based on 
its broad scope, its logical simplicity in describing a complex issue, 
and its match with anti-oppression educational principles. 
Because of the heterosexism in our culture, and the tendency to de¬ 
fine the problem as homosexuality, efforts to educate about homosexual 
issues have been limited in purpose, scope, content and method. The 
following section is a brief description of the heterosexist culture 
which imposes those limitations. It is composed of a diagram and an 
explanation which summarizes the complex and multifaceted phenomenon of 
heterosexism. (For a detailed examination of the manifestations of 
heterosexiam as a form of oppression, see Harro, 1983.) 
This model of oppression contends that our North American culture 
has successfully and systematically socialized us into believing that 
heterosexuality is correct and normal and other sexual orientations are 
\ 
deviant and unacceptable. Our beliefs, attitudes, and behaviors reflect 
these personal learnings, and our cultural norms and institutional prac¬ 
tices demonstrate the levels of sanction and reinforcement of this 
socialization. 
The diagram (Harro, 1983) illustrates the systemic and cyclical 
nature of the socialization that takes place in our culture. It is 
described in the pages that follow. 
Personal Learning 
Our learning begins when we are born into a world where all the 
mechanics of heterosexism are already in place. Those mechanics include 
myths about homosexuality and homosexuals, stereotypes, ignorance 
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resulting from a lack of information and prejudice (Adam, 1978; Altman, 
1971; Bui lough, 1979; Weinberg, 1972). These mechanics have their 
origin in the roots of our culture (Bullough, 1979). 
As a person matures, s/he is taught heterosexist values by people 
s/he loves and trusts (family, friends, teachers). Sometimes that 
teaching is direct, but more often, values are conveyed indirectly 
through subtle and unconscious communications. Someone jokes with a 
three year old about whether she has a boyfriend yet, or scorns the 
little boy who wants to play with dolls. Messages begin very early 
about how to be a good little heterosexual (Adam, 1978; Altman, 1971). 
Homosexuality is difficult to talk about. Typically one cannot ask 
questions about homosexuality without fear of rejection or accusation. 
The "best" way to insult someone is to call him/her gay, faggot, lezzie, 
or dyke. The insult frightens that person into conforming to expected 
heterosexual behavior and silence about homosexuality. 
Cultural Norms 
The oppression model is based on the belief that our language, the 
primary transmitter of culture, and specifically, the way we use words, 
reflects heterosexist values (Adam, 1978; Altman, 1971; Morin and 
Garfinkle, 1981; Rich, 1980). For example, the words "deviant," 
"queer," "perverted" are very common descriptors of the homosexual life¬ 
style. Those words are significantly negative. As a person interacts 
with his/her environment, both consciously and unconsciously, the cul¬ 
ture shapes her/his beliefs. People weigh society's messages, experi¬ 
ence reward or punishment for agreeing or disagreeing with them, and 
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decide on their attitude. Each time we act on an attitude, we strength¬ 
en it regardless of its initial accuracy (Freire, 1968; Weinberg, 1972). 
The result is a cycle of belief-attitude-behavior-belief-attitude- 
behavior that most often conforms to society's messages (Adam, 1978; 
Altman, 1971; Weinberg, 1972). Society values and rewards heterosexual¬ 
ity and devalues and punishes homosexuality. 
Institutional Practices 
Reinforcement for these messages also comes from other institution¬ 
al and cultural teachers like television, magazines, public education, 
religious education, and movies (Adam, 1978; Altman, 1971). These media 
often convey the message that gay men or lesbians are sick, sinners, or 
criminals. 
The rules enforced by institutions are heterosexually biased 
(Altman, 1971; Ettorre, 1980). Insurance policies, banks, and lending 
institutions, state and federal tax agencies, services and advertising 
all assume heterosexuality and discriminate against homosexuality 
(Abbott and Love, 1972; Cruikshank, 1982; Ettorre, 1980; Nass, 1981; 
Rich, 1980). 
Sanction and Stigma 
The heterosexist cycle becomes stronger when institutions in our 
culture have the power to sanction and stigmatize. The church, the 
legal system, and the psychological health system offer sanctions to 
heterosexual couples through ceremonies of marriage, recognition of 
anniversaries, privileges of joint ownership, custody of children, 
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marriage counseling, divorce counseling, etc. These same institutions 
are responsible for the stigmatized labels attributed to lesbians and 
gay men in our society. The "criminal," "sinner," "sick person" labels 
have their origin in the power to stigmatize which rests with these 
institutions (Adam, 1978; Altman, 1971; Berzon, 1979; Bullough, 1977; 
Weinberg, 1972). 
These stigmas also contribute to the "conspiracy of silence" that 
keeps lesbians and gay men invisible. Increased alienation, even from 
family and friends, is more typical for homosexuals than for other op¬ 
pressed groups. Many authors describe that sense of isolation and 
aloneness as one of the key shared experiences among lesbians and gay 
men (Berzon, 1979; Manahan, 1982; Morin and Garfinkle, 1981; Seigel, 
1981). 
Dehumanization 
Heterosexism has negative effects on our whole culture including 
heterosexuals. When a society is based on a structure where one group 
is privileged and one is subjugated, a tension develops between those 
groups that causes people to withdraw, protect themselves, and mistrust 
others. That tension harms everyone's potential for growth and develop¬ 
ment (Adam, 1978; Altman, 1971; Bullough, 1977; Weinberg, 1972). A 
logical extension of this tension is dehumanization, or viewing people 
as objects of power. Someone must be denied in order for a group to be 
privileged. Self-worth depends on another's subjugation (Adam, 1978; 
Berzon, 1979; Freire, 1968; Miller, 1976). Dehumanizing behaviors 
include harassment, physical violence to lesbians and gay men, and 
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scapegoating the gay or lesbian person in the group to prove one's own 
"normalcy." Research indicates that these behaviors are most common in 
people who are insecure, or in doubt of their own sexual orientation or 
self-worth (Adam, 1978; Allport, 1958; Altman, 1971). 
Collusion 
Another result of this cyclical process of socialization is 
collusion, or buying into the heterosexual logic system (Adam, 1978; 
Altman, 1971). Gay men and lesbians collude by accepting the negative 
beliefs about themselves. This acceptance results in acting in self¬ 
destructive or stereotypical ways, staying invisible, feeling ashamed, 
putting themselves and other gay men and lesbians down for acting "too 
gay." 
Heterosexuals collude by not challenging other heterosexuals about 
their prejudices, oppressive comments, or jokes even though they know 
these jokes or comments are heterosexist. Silence is a common kind of 
collusion. If no one objects, the impression that the behavior is 
acceptable goes unchallenged. Silent assent strengthens and reinforces 
the heterosexist comment. Another way heterosexuals collude is to 
assume that everyone is heterosexual unless otherwise made explicit. 
This heterosexual assumption keeps lesbians and gay men invisible and 
ignored (Cruikshank, 1982; Ettorre, 1980). 
Invisibi1ity 
To be treated as if one does not exist has harmful psychological 
impact on self-worth and self-actualization (Adam, 1978; Altman, 1971; 
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Berzon, 1979; Kim, 1976; Rich, 1980). The need to keep an important 
part of yourself invisible creates dissonance in one's life. If one 
feels good about who s/he is and yet must deny the existence of a part 
of her/himself in order to avoid discrimination, or punishment, the re¬ 
sults are often stressful. Given this situation, it is surprising that 
there are not more lesbians and gay men seeking psychological help. 
Rigid Gender Roles 
Traditional gender roles are enforced by the rigid heterosexist 
norms of our culture. People are rewarded if they behave in ways con¬ 
sistent with traditional roles (a "real man" fights if he is insulted, a 
"good mother" stays home with her children), and punished if they devi¬ 
ate from those norms. One of the most common forms of that punishment 
is to be accused of being gay or lesbian. Often, that accusation alone 
is enough to frighten a person back into traditional behavior. Children 
use name-calling to enforce conformity. Typical playground language 
includes taunts of "faggot," "lezzie" or "gay" to single out someone 
who isn't conforming to the name-caller's view of appropriate behavior. 
These rigid roles limit everyone regardless of his/her sexual 
orientation, and perpetuate sexist stereotypes as well as heterosexist 
ones. 
Guilt 
Once a person has become aware of the negative effects of hetero¬ 
sexism, sometimes that awareness is accompanied by a sense of guilt at 
discovering how unfair the culture is to lesbians and gay men (Adam, 
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1978; Allport, 1958; Altman, 1971). Another area of quilt is at having 
remained unaware so long before the discovery or at having taken advan¬ 
tage of heterosexual privilege. Although the guilt itself is not pro¬ 
ductive, it reflects the belief that most people do not intend to in¬ 
flict harm or oppress other people. Both oppressors and oppressed were 
most likely unconscious of the situation and are victims of the same 
oppressive cycle (Adam, 1978; Bullough, 1979; Weinberg, 1972). 
Ignorance 
Both heterosexuals and homosexuals are limited in accurate know- 
lege. Stereotypes, myths, and misinformation are the result of ignor¬ 
ance. There has been very little accurate information available until 
recent years, and that which has been available has contained the 
heterosexist bias of other literature. Anyone seeking information is 
immediately suspect, and homophobia prevents people from asking ques¬ 
tions. 
Enforced invisibility creates another kind of ignorance; that which 
prevents us from seeing the world as it actually is. Before becoming 
aware of their ignorance, heterosexuals often avoid dealing with the 
negative images of lesbians and gay men, not thinking about them, 
believing them to be accurate, or even perpetuating the misinformation. 
This denial of reality, when discovered, has the potential to foster 
psychological stress (Adam, 1978; Bennett, 1980; Ettorre, 1980; Wein¬ 
berg, 1972). People do not like to discover that they have been acting 
on information that is untrue. 
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Homophobia 
Knowledge of the negative results of an oppressive system tends to 
make some people cling even more rigidly to their familiar beliefs out 
of a sense of fear and insecurity. That fear and insecurity are often a 
version of homophobia, the centripodal force that holds all the parts of 
the socialization cycle together. Some authors suggest that there is a 
continuum of homophobic response ranging from slight discomfort at see¬ 
ing two men embracing to the hatred and terror that motivate violence 
against gay men and lesbians. People learn very early, and are rein¬ 
forced as they mature, that they should fear homosexuality, feelings of 
closeness toward someone of the same gender, and homosexual labels, 
whether accurate or not (Adam, 1978; Morin and Garfinkle, 1981; Seigel, 
1981). 
Homosexuality had been called a "social disease" historically, but 
many authors writing about heterosexism call homophobia the real social 
disease because it reflects the very narrow options for appropriate 
beliefs, attitudes, and behaviors that society teaches us. People will 
only be "safe" or "normal" if they stay within those options (Adam, 
1978; Allport, 1958; Altman, 1971; Bullough, 1977). Naturally, then it 
is frightening to take a stance that opposes the system s teachings. 
That fear keeps people participating in the cycle of heterosexism and 
deters them from working for change or educating for consciousness rais 
ing (Adam, 1978; Berzon, 1979; Bullough, 1977). It is necessary, how¬ 
ever, to interrupt this system if our culture is to eliminate hetero¬ 
sexism (Friedman, 1978; Nass, 1981; Warren, 1974; Weinberg, 1972). 
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The cyclical nature of heterosexist socialization makes it diffi¬ 
cult to interrupt the intact system of learning negative beliefs, atti¬ 
tudes, and behaviors about lesbians and gay men. The previous section 
has reviewed some of the components that impose limitations on efforts 
to educate the public about heterosexism. Nevertheless, those efforts 
are being made in many arenas. The following section will review some 
of the educational programs that are currently taking place. 
A Review of Some Current Educational Programs 
and Their Limitations 
The programs reviewed in the following section reflect a variety of 
approaches but do not represent all types of education being done on 
homosexual issues. Lack of publicity and vague titles made this limited 
search difficult such that the review only begins to identify what is 
currently being done in the area. Educational programs can include 
speakers' bureaus of lesbian and gay organizations, problem focused 
consciousness raising, workshops offered by progressive religious 
groups, courses in women's studies curricula, special projects attached 
to other public education efforts, and sanctioned curriculum projects. 
Each of these types of programs is briefly described in this section. 
Lesbian and Gay Speakers' Bureaus 
Many educational programs are part of the speakers' bureau of gay 
or lesbian organizations. Lesbians and gay men conduct the educational 
presentations, and the content of these speak-out sessions often is iso¬ 
lated facts and personal sharing about the lives and opinions of the 
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particular lesbians and gay men giving the presentations. Rarely do 
these programs intentionally include information about racism, sexism, 
handicapism or other issues of oppression in the gay and lesbian comnun- 
ity or show connections among these issues. 
Most lesbian and gay organizations are located near cities or uni¬ 
versity communities, so that the audiences who can request the programs 
are limited. Additionally, many speakers' bureaus are volunteer groups, 
so there is little guarantee that the speakers will be trained educa¬ 
tors, or even well-read on the content to be presented. Often, the only 
qualification for participation is being lesbian or gay. 
This type of educational program has merits. The audience is ex¬ 
posed to real people who are willing to talk about their experiences for 
the benefit of the learners. If the speakers are articulate, non¬ 
stereotypical, relatively well adjusted, and knowledgeable, then the 
results may be very positive. Often the simple visibility of the issue 
expands people's consciousness, but speakers' bureaus are not enough. 
Problem-Focused Consciousness Raising 
Some educational programs are organized in response to a particular 
problem or incident. The extensive public consciousness raising effort 
that took place in California in response to the proposed Briggs Amend¬ 
ment is one example of this type of education. It was a reaction to a 
potential crisis and sought to create immediate understanding and accep¬ 
tance of lesbians and gay men so that voters would defeat the proposed 
discriminatory amendment. Although the short term goal was reached, the 
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amendment was defeated, whether permanent acceptance of homosexuality 
as a viable lifestyle was achieved is yet to be proven. 
In this program, the purpose was limited to changing people's 
votes. It was a short term, specific program, and the educators were 
volunteers who prepared concise, politically focused workshops. Al¬ 
though the scope included comparisons of discrimination in other types 
of oppression, there was little opportunity to elaborate on them or on 
the complexity and personal dynamics of heterosexism in particular. The 
value of this program is obvious, and programs of this sort must con¬ 
tinue in addition to more broad-based educational efforts. 
Progressive Religious Education 
Despite the religious stigma attached to homosexuality by the tra¬ 
ditional teachings of most major religions in this culture, religious 
groups provide some of the strongest anti-discrimination work. The 
National Gay Task Force distributes a list of religious groups who have 
stated publicly that they oppose discrimination against lesbians and gay 
men. In addition, there are religious organizations specifically for 
homosexuals. Several denominations have adopted policies of ordaining 
openly homosexual ministers, and some progressive religious groups offer 
education based on the premise of creating understanding among all 
people including those with differing sexual orientations. 
New Ways Ministry in Maryland offers a day long workshop on re¬ 
structuring sexual attitudes. Janine Gramick, co-director of the pro¬ 
gram, writing about homophobia in March-April 1983 "Social Work, says, 
"Education is essential in eradicating the social intolerance associated 
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with any taboo behavior . . (p. 139). She calls for respected 
society members to come out, laws to be changed to prevent discrimina¬ 
tion, and issues to be addressed openly and honestly so that people can 
confront and overcome their irrational fears. The day long workshop 
that she describes attempts to break down prejudice toward sexual minor¬ 
ities and build bridges between gay and non gay communities. While 
these goals are important, they expect that people will change their 
attitudes simply because they think they should. The tight cycle of 
belief-attitude-behavior needs more than an ethical or moral reason to 
alter it (Weinberg, 1972). 
There is no mention of social and political context as a shaper of 
heterosexist attitudes in the program description and no evidence that 
the specific concerns, needs, and feelings of the learners are ad¬ 
dressed. 
Women's Studies Curriculum 
University women's studies departments are another source of educa¬ 
tion about, in this case, lesbian issues. Often, these programs are 
available only to a limited population in a university setting. They do 
tend, however, to make conscious connections between heterosexism and 
other forms of oppression. Many women's studies programs do not have 
permanent funding, and lesbian-focused courses may be even more tenuous 
because of the need to get sanction from the sponsoring institution. 
While the purpose, scope, and methods of these programs may be quite 
inclusive, the content focuses on women's issues and the availability of 
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the programs are limited by the fact that they are, for the most part, 
university courses. 
Human Service/Public Education 
Some heterosexism education is attached to other community educa¬ 
tion programs without being named in the title. One such program, 
developed by Suzanne Pharr, the Lesbian Task Force and Caucus of the 
National Coalition Against Domestic Violence and "many good women, all 
of whom are much more than friends . . ." (Pharr, 1983, p. 1), addresses 
homophobia in the battered women's movement--among staff, volunteers, 
battered women, boards of directors, state coalitions, and other 
feminist organizations. 
In response to stories that women were concerned about coming to 
the center for help because they had heard that women on the staff and 
volunteers were lesbians, stories of lesbians who were forced, out of 
fear of losing their jobs to be completely closeted, stories of dis¬ 
crimination against battered lesbians who came to a shelter for help, 
stories of lesbians in leadership roles whose work was invalidated or 
who were kept from advancement, a task force was formed on a national 
level, and a workshop developed to deal with these events. 
This workshop focuses on lesbian issues only, and does not address 
gay male issues, "for the sake of clarity as well as politics" (Pharr, 
1983, p. 2). The content is geared for "those who are liberal and tol¬ 
erant ... but kill us bit by bit with their demands for our invisibil¬ 
ity, for our public denial of who we are and how we live" (Pharr, 1983, 
p. 1). 
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The workshop consists of activities focusing on power/privilege 
dynamics, and making comparisons and connections with other issues of 
oppression, names that demean lesbians and how the power and history of 
naming women is a means of control, myths and stereotypes, invisibility 
(in a role play which reverses the oppression to heterosexuality), the 
relationship of lesbians to the battered women's movement, lesbian bait¬ 
ing (a conscious effort to get lesbians out of organizations and to 
control the work of women), problem solving focused on specific typical 
problems in a shelter setting, strategizing, and non-lesbian support of 
lesbians (Pharr, 1983). 
The national sanction of this program is a result of persistence 
and courage on the part of the authors, to make themselves heard in a 
field which professes commitment to social change and consciousness 
raising and still oppresses both subtly and blatantly its lesbian 
workers, leaders, and clients (Pharr, 1983). 
The purpose of this work is consistent with this study's goals, and 
the frame defining heterosexism and homophobia as the problem demon¬ 
strates a broad scope. The specificity of the design limits the 
potential audience, and the conscious choice to not address gay male 
issues further limits its generalizability. 
Educational Projects on Gay and Lesbian Issues 
Some other sanctioned projects exist as well. One example is the 
Lesbian and Gay Curriculum Project in Hartford, Connecticut. The pro- 
jext is sponsored by the Education Exploration Center of Minneapolis, 
Minnesota, a non-profit organization that serves as a developer and 
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national distributor of non-sexist, non-racist curriculum materials. 
The project is developing, publishing, promoting, and distributing a 
curriculum anthology and videotapes. This group runs staff development 
sessions, provides panels of lesbian and gay speakers, and serves as a 
clearinghouse for new lesbian and gay teaching materials. The target 
population is high schools and elementary schools. 
In this project, the content of the materials described by the 
literature is homosexuality, not heterosexism, and the purpose is to 
give children and teachers the facts so that they will not be preju¬ 
diced. There is a strong need for projects to educate younger groups, 
but the expectation that school systems will be eagerly waiting to get 
their teachers trained is an unlikely one. 
In addition to the educational programs reviewed here, private con¬ 
sulting groups and human relations training groups offer programs about 
lesbian and gay issues, university-based staff and student development 
projects address the topic, and personal growth groups and progressive 
political groups sponsor training for increased sensitivity to differ¬ 
ences. All these efforts have strengths and areas of focused effective¬ 
ness, and each is also limited in its ability to impact heterosexism in 
a broader sense. 
Limitations 
The review of these educational programs reveals four areas that 
are not consistent with the oppression model used in this project. 
These areas, defined as limitations, are purpose, scope, content, and 
method. The following is a summary of the limitations. They are: 
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(1) The purposes of several of these programs are to provide fac¬ 
tual information about homosexuality or homosexuals in the belief that 
increased knowledge will decrease prejudice. The problem is defined as 
not enough information about homosexuality and the assumption is that if 
people get more information, they will no longer act in heterosexist 
ways. 
(2) Some programs deal with homosexuality as an isolated issue not 
related to other social group memberships. They do not make any connec¬ 
tions with other issues of oppressio or acknowledge that the experience 
of being different races, genders, religions, classes, ages, physical 
abilities, etc. might influence the experience of sexual orientation. 
(3) The content of the educational designs is cognitive and infor¬ 
mational or personal contact with a gay or lesbian person. Although 
both kinds of content are important and necessary for a complete design, 
neither is sufficient by itself to encourage the levels of involvement 
and interaction which promote self exploration and development. 
(4) Teaching methods are not matched to learner needs. The methods 
of teaching seem to be geared to the style of those conducting the ex¬ 
perience, if they are a conscious issue at all. Only one of the pro¬ 
grams reviewed mentioned how the educational sessions would be conducted 
and that the procedures and mood of the educational environment might be 
significant to the specific learners. 
Because of these and other limitations, heterosexism education is 
not often available to or designed for the general population. The 
heterosexist culture makes the job of educating for consciousness 
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raising on heterosexism difficult, and these difficulties call for new 
approaches. 
A New Approach to the Problem: 
Anti-Oppression Education 
Oppression in all its forms is a dehumanizing phenomenon (Adam, 
1978; Freire, 1968; Smith, 1949; Weinberg, 1972). Heterosexism is no 
exception. This project proposes an educational approach, called anti¬ 
oppression education (AOE) which teaches about the content in a personal 
way, and humanizes the process of teaching, as well. Oppression/hetero¬ 
sexism literature and psychological education literature shape this 
approach. Each of these contributions is important in several ways. 
Oppression/Heterosexiam Literature 
Assumptions. Oppression/heterosexism literature forms the basis 
for some assumptions on which this project is based. They are: 
OPPRESSION IS WRONG. Because many of us have been unaware of it 
does not make it any less wrong. Oppression harms everyone, dehumanizes 
our entire culture, and threatens the lives of oppressed people as well 
as oppressors. It is in every person's best interest to eliminate op¬ 
pression in all its forms (Adam, 1978; Altman, 1971; Freire, 1968; 
Weinberg, 1972). Therefore, heterosexism is wrong. 
THERE IS NO NEED TO JUSTIFY THE EXISTENCE OF ANY SUBORDINATE SOCIAL 
GROUP. Anti-oppression education assumes that it is no more acceptable 
to have to justify being homosexual than it is for any other subordinate 
social group to have to justify its existence. Anti-oppression 
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education views the moral, legal, and psychological stigmas, which call 
tor justification, cure, change, rehabilitation, and reconciliation of 
homosexuality, as the tools of oppression. Oppression is the identified 
problem to be eliminated, not the social group characteristic. 
WE HAVE ALL LEARNED OUR ROLES IN OPPRESSION THROUGH OUR SOCIALIZA¬ 
TION IN THIS CULTURE. Therefore, we came to our beliefs honestly, and 
in good faith as we were influenced by those we loved and trusted who 
taught us. Supporting the oppressive system is learned behavior, and it 
can be unlearned. AOE encourages everyone to recognize the extent to 
which we have been taught inaccurate information, and are limited in our 
exposure to contradictions of that information. AOE also assumes that 
anyone who voluntarily participates in heterosexism education has good 
intentions of unlearning their heterosexism. 
SINCE HETEROSEXISM CAN BE UNLEARNED, EDUCATIONAL OPPORTUNITIES MUST 
BE AVAILABLE AND ADAPTABLE TO AS MANY DIFFERENT LEARNERS AS POSSIBLE. 
There are several parts to this assumption. (1) Heterosexism education 
should be an integral part of every normal educational program (along 
with other AOE). (2) The educational designs should match the specific 
needs, developmental levels, social group memberships, readiness, and 
learning styles, of the learners. The designs should use information 
about the learner to choose goals, methods, instructors, and content. 
Dynamics of specific learner situations should be considered as much as 
possible. Content should be cognitive, affective, and behavioral. 
(3) The educational designs must be appropriate for people of any sexual 
orientation to lead. (4) Heterosexism education should be a right. 
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accessible to everyone, not a privilege that only university students, 
agency workers, or members of specific organizations have available to 
them. Since heterosexism affects everyone, everyone should have an 
opportunity to engage in dialogue about it and increase their under¬ 
standing of the social condition and how it touches them and others. 
Distinctive educational needs. Oppression/heterosexism literature 
also identifies some distinctive educational needs that arise because of 
the nature of oppression in general and heterosexism specifically. This 
literature combined with the review of currently existing programs 
points to characteristics that must be considered in the development to a 
model for teaching about heterosexism. They are: 
(1) Heterosexism education should define the problem as hetero¬ 
sexism, not homosexuality. That means it should transmit an accurate 
picture of the social and political world and make visible a previously 
invisible and taboo topic of social injustice by providing accurate 
information, definitions, statistics, examples of discrimination, perse¬ 
cution, and denial of access to rights. Discussing homophobia and com¬ 
pulsory heterosexual socialization as a series of learned messages that 
we need not feel guilty for and that can be unlearned will also contra¬ 
dict the myths and stereotypes that prevail. In addition, introducing 
learners to lesbians and gay men who are willing to talk about their 
experiences of dealing with heterosexism and create personal empathy 
through contact can often dispel some of the fears of the unknown that 
keep people viewing homosexuality as the problem (Devito in GaySpeak, 
1981). 
28 
(2) Heterosexism education should enlarge the scope of the educa¬ 
tional effort so that heterosexism is studied in relation to its social 
and cultural context with other issues of oppression including compari¬ 
sons and contrasts. The entire social context should be the target for 
rehabilitation, not just the individual's role in heterosexism, and not 
just heterosexism. The political, institutional, and systemic machinery 
that maintain and interweave all forms of oppression need to be examined 
as part of the educational design, and objectives that address institu¬ 
tional and cultural system change need to be included (Weinstein and 
Bell, 1983). 
(3) Heterosexism education should recognize that guilt, anger, 
fear, and other strong emotions may block learning about this content, 
and should consider the complexity of those personal emotional dynamics 
in the educational approach. This means soliciting, acknowledging, and 
legitimizing the fears, conflicts, pains, beliefs, and experiences of 
the learners and the facilitators as they address heterosexism in their 
own lives. This can cause conflict, tension, and struggle within the 
learner which requires creating a safe atmosphere and maintaining a 
balance between the necessary factual information (public knowledge) and 
the exploration of personal internal information (private knowledge) 
(Weinstein and Bell, 1983). AOE offers guidance in both these areas. 
Another aspect of the emotional dynamics of the phenomenon of 
heterosexism is that it is not a safe, neutral, cool, calm topic. When 
gay or lesbian issues or homophobia come up in conversation, in a res¬ 
taurant or in a workshop, the discussion often becomes intense or 
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heated. These subjects cannot be handled completely and effectively if 
they are treated only intellectually or from a distance (Weinstein and 
Bell, 1983). Heterosexism education should acknowledge the emotional 
loading of the topic without promoting emotionally inflammatory confron¬ 
tations. The desirable situation is a balance in method which treats a 
potentially "hot topic" with a humane respect for strong feelings and 
safety (Weinstein and Bell, 1983). 
(4) Heterosexism education should use methods of teaching that 
engage the learners at their own levels, promote development, and facil¬ 
itate behavior change that is relevant to the learner and her/his 
situation. Each segment of this point deserves explanation. 
Engaging learners at their own levels means having assessed or pre¬ 
dicted the levels of the learner group in relation to their cognitive, 
affective, and behavioral exposure, understanding, and perceived need 
about heterosexism, and then making design and method decisions which 
match their developmental levels. AOE provides specific suggestions for 
that matching process. 
Discovering learners at widely different levels in the same group 
requires providing something in the educational design for all the 
levels perceived, and recognizing that not every activity will be at the 
appropriate level for every learner. AOE also offers suggestions for 
varying the levels of activity focus. 
Promoting development means helping people to understand as com¬ 
pletely as possible what they are experiencing, to expand their capacity 
to accept and incorporate new and contradictory information and 
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feelings, and to enlarge their repertoire of skills for coping, making 
meaning and taking action (Fletcher, 1978; Weinstein, 1976). 
In relation to heterosexism, promoting development includes raising 
the consciousness of the learners. 
Consciousness raising is an educational process which helps an 
individual examine aspects of her (or his) life in relation to 
social conditioning for the purpose of promoting psychological 
growth; individual behavior change; and sociopolitical analy¬ 
sis and action in order to transform the causes, symptoms, and 
effects of oppression. (Marchesani , 1982, p. 3) 
Heterosexism education should employ theoretical knowledge of develop¬ 
ment and techniques for consciousness raising (Weinstein and Bell, 
1983). 
Facilitating behavior change that is relevant to the learner and 
her/his environment means offering exposure to and skill practice at 
behaving in ways that reflect a more expanded set of options for dealing 
with heterosexism. Regardless of the beginning level or the sophistica¬ 
tion of the encounter with heterosexism, the learner should have more 
options for dealing with it than s/he did before the educational experi¬ 
ence. 
These educational needs identified in oppression/heterosexism 
literature call specifically for approaches described in psychological 
education literature. The following section introduces those 
approaches. 
Psychological Education Literature 
Psychological education literature describes a philosophy and pro¬ 
cess of teaching rather than particular content. It is a pedagogy that 
31 
can be used with math, social studies, assertiveness, computer program¬ 
ming, or any content. The application of psychological education 
principles to the content of heterosexism (or any issue of oppression) 
results in the creation of a more specific pedagogy called anti¬ 
oppression education (AOE) (Weinstein and Bell, 1983). 
Psychological education takes its conceptual framework from cogni¬ 
tive developmental theory, suggesting that education's main goal is to 
promote psychological development. That means to help learners discover 
more inclusive and adequate capacities for making sense of their world 
than they had at the beginning of the learning experience. Implicit in 
that goal is acceptance of the learner at her/his current capacity and 
the belief that people can and want to grow and develop. This concep¬ 
tual framework is elaborated in Chapter II. 
The pedagogical approach of psychological education focuses on mak¬ 
ing learning emotionally safe, personally involving and engaging, and 
specifically relevant to the situations and needs of the learners. This 
"personalizing" of the learning experience makes psychological education 
learner-centered, and calls for specific procedures and methods which 
are named and explained in Chapters II and III respectively. 
Anti-Oppression Education 
From these two bodies of source literature emerges AOE as developed 
and defined only recently (1983) by Weinstein, Bell, Jackson, Hardiman, 
and graduate students involved in the Social Issues Training Project at 
the University of Massachusetts, Amherst. Many of the "difficult to 
document" ideas expressed and used in this project are still being 
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refined by this group in interaction with their students. This project 
and others serve to "try out" AOE as a specific pedagogy applied, in 
this case, to heterosexism for the first time, with the intention of 
addressing the question of what parts of this educational approach work 
most effectively to eradicate heterosexism. 
Significance of the Project 
With the above stated intention in mind, this project presents a 
heterosexism education model design which is significantly different 
from those educational efforts previously described in several ways. 
This study: 
(1) redefines the purpose of the effort as educating about heterosex¬ 
ism, not about homosexuality; 
(2) enlarges the scope of the effort so that heterosexism is studied in 
relation to its social and cultural context with other issues of 
oppression; ' 
(3) addresses the emotional blocks that limit receptivity to this issue 
by creating personal safety, involvement and relevance, and consi¬ 
dering feelings as well as factual information as content; 
(4) uses methods of teaching that accept and engage the learners at 
their own levels and promote development in non-threatening ways. 
AOE as applied in this project combines assumptions, theory, phil¬ 
osophy, and methods from several bodies of literature to create an 
approach to heterosexism education that is more inclusive in purpose, 
scope, content, and method than other efforts have been. As such, it 
provides an alternative to those efforts. Although this approach avoids 
some of those limitations, it is only a beginning step in the process of 
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studying how to eradicate heterosexism. The following section identi¬ 
fies some of the boundaries of this project. 
Delimitations of the Project: 
Contextual Factors 
This project is limited by several factors. The social group mem¬ 
berships of the author influenced the study throughout. As a lesbian 
and a professional educator the author is personally motivated to search 
for a more effective method of doing heterosexism education. The white, 
middle-aged, working class, able-bodied, gentile social group member¬ 
ships of the author led to ideological decisions and process orienta¬ 
tions that reflect those memberships. 
The use of the particular model of oppression in this project 
represents only one world view of how to understand oppression. Al¬ 
though it is necessary to organize the complexity of heterosexism in 
order to teach about it, the study does not suggest that this model is 
the only way to make sense of the human experiences relating to sexual 
orientation issues. 
Another limitation is that United States culture is singled out for 
study. Though the oppression of lesbians and gay men varies in differ¬ 
ent cultures, this study focuses on teaching about how that oppression 
happens in the culture most familiar to the author and the participants. 
The learners who participated in this study are bounded by several 
limiting factors, ds well. These factors include educational status, 
occupation, access to education or training opportunities, interest or 
need relating to the content, available time, expectations, and social 
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group memberships. Each of the participant groups is described in rela¬ 
tion to these factors and the implications are discussed in Chapter III 
of this study. 
The co-trainers' skill repertoires and beliefs about teaching 
reflect experience in psychological education as a primary pedagogical 
approach. In addition, the observers are skilled psychological educa¬ 
tors. Although these similar orientations limit the variability of 
observations and responses, this in-depth understanding insures the con¬ 
sistency of the educational model. 
Summary 
This study is intended to be a tool in the hands of socially re¬ 
sponsible educators who want to interrupt heterosexism. It is the 
intention of this study to begin to create opportunities for learners to 
explore this form of oppression openly, and to view it as a social prob¬ 
lem to be eliminated. Although the educational designs described in 
Chapter III are pilot projects and will need refining, adapting, and 
changing to fit the needs of particular learners, facilitators, and 
situations, the theoretical model described in the following chapter is 
offered as a model for that adaptation. 
CHAPTER II 
DEVELOPMENT OF A THEORETICAL MODEL 
This chapter describes the educational principles on which this 
project is based by (a) introducing the conceptual framework and the 
pedagogical approach which inform this project, AOE, and (b) discussing 
the application of AOE to the educational design process. 
Anti-Oppression Education ... is an attempt, through care¬ 
fully designed learning experiences ... to have people con¬ 
front the misconceptions, myths, or prejudices in their own 
thinking and behavior, as well as in their social context, 
that lead to and reinforce unequal treatment of certain groups 
in our society. It seeks to clarify and communicate the 
prevalent contradictions in how we say people should be 
treated in a democratic society and how in fact they are 
treated; how we as individuals, groups, and systems collude in 
maintaining such contradictions; in effect, how we maintain 
oppression. The foremost goal of Anti-Oppression Education is 
to interrupt such maintenance by attempting to change atti¬ 
tudes and behaviors so that they are more congruent with our 
democratic ideals. (Weinstein and Bell, 1983, p. 1) 
In the introduction to their book on anti-oppression education, 
Gerald Weinstein and Lee Bell discuss the purposes of this approach to 
education about oppression in general. The purpose of this project is 
to propose a model educational design which communicates and achieves 
these goals in the area of heterosexism. There is no one right approach 
or simple format. It is necessary to understand the complex dynamics of 
heterosexism as a unique category of educational content, the theoreti¬ 
cal principles of anti-oppression education (AOE), and the process of 
applying those theories to practice in order to produce a model which is 
adaptable to a variety of situations. 
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The content for this model is summarized in Chapter I (and de¬ 
scribed in "Heterosexism 101: The Content for an Educational Experi¬ 
ence" (Harro, 1983)). The first section of this chapter describes the 
conceptual framework on which anti-oppression education is based. 
Section two identifies and explains three critical decision making areas 
in the design process of an educational experience using AOE's guide¬ 
lines applied to heterosexism content. 
Section One: The Conceptual Framework of Anti-Oppression 
Education: Cognitive Developmental Theory 
This section describes the guiding concepts and conditions for 
learning from cognitive developmental theory which influence AOE. Bell 
and Weinstein identify information about cognitive development as a 
primary conceptual influence in the development of AOE. Cognitive de¬ 
velopment is the process people go through in interacting with and mak¬ 
ing sense of their environment. According to most theorists, it is a 
movement through stages, each of which offers more options and more ade¬ 
quate options for contact, understanding, and response in that environ¬ 
ment (Fletcher, 1978; Kohlberg, 1984; Piaget, 1968; Sprinthall, 1980). 
Although cognitive developmental theories are not intended as 
learning and teaching theories, they are being used to inform pedagogi¬ 
cal decisions in AOE. Weinstein and Bell trace the emerging body of 
knowledge about cognitive development by drawing on the work of primary 
figures like Piaget, Kohlberg, Loevinger, Selman and Alschuler and 
Weinstein. The format for this description of the conceptual framework 
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follows (and summarizes) the description in Chapter One of Anti- 
Oppression Education (Weinstein and Bell, 1983). 
Guildinq Concepts 
The developmental authors describe the series of stages that people 
experience in negotiating their interaction with the environment as an 
evolving frame of reference or evolving world view through which they 
make sense of the world. Piaget says that these stages are invariant 
(they don't change), universal (they are true for everyone), and hier¬ 
archical (the more advanced stages are qualitatively better, more ade¬ 
quate, offer more options) (1968).. 
From a cognitive developmental perspective, the central human 
endeavor is to create meaning—and to continue to do so with more and 
better capacities. When our world view is no longer explaining our 
experiences adequately, we seek a more expanded frame of reference 
through which to interpret our reality. New interpretations bring about 
learning, changes in attitude and behavior. This progression can be 
enhanced or restricted by environmental conditions (Piaget, 1968). 
Educators in anti-oppression education attempt to facilitate devel¬ 
opmental stage movement and learning through creating environmental con¬ 
ditions that enhance movement. In this way, cognitive developmental 
theories inform instructional decisions. The following section de¬ 
scribes some of the cognitive developmental conditions for learning. 
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Conditions for Learning 
AOE bases its approach to teaching on the following conditions and 
their applications: 
(1) Growth/Movement/Learning takes place as a result of an inter¬ 
action between the person and the environment. 
Development is not only the unfolding of the individual, nor is it 
only the imprinting of the environment. It is the active dialogue be¬ 
tween the two that creates movement, introduces new information, and 
necessitates negotiation of frame of reference. Educators can infer 
that the learner must take an active role in the learning experience if 
change is to be achieved. 
(2) Growth/Movement/Learning takes place as a result of exposure 
and reaction to contradictions which challenge the learner's present way 
of explaining the world. 
Development is characterized by a search for balance. When infor¬ 
mation or experience creates conflict with the learner's world view, a 
state of imbalance is created. When the learner attempts to apply 
her/his "old" world view to this new situation, it no longer explains 
the new reality, and dissonance results. This dissonance provides an 
opportunity for the learner to reconceptualize her/his world view. Pos¬ 
ing a moderate degree of contradiction to promote development becomes a 
central goal of AOE. 
(3) Growth/Movement/Learning involves exposure to more adequate 
means for making sense of reality. 
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Development requires that the learners have some access to a more 
comprehensive, inclusive frame of reference than their own. The frame 
of reference cannot be too advanced, however or they will not be able to 
identify with it. The ideal situation is one stage beyond their own de¬ 
velopment as represented by peers in the learning environment if pos¬ 
sible. The major vehicle for exposure is modeling, not preaching or 
judging, and if modeling is not available among peers, then the facili¬ 
tator should provide examples of the next stage's reasoning processes. 
(4) Growth/Movement/Learning requires appropriate supportive 
contexts. 
Development is a complex and difficult kind of change that re¬ 
quires people to experience feelings of imbalance and dissonance. 
Robert Kegan has described a sequence of personal responses that accom¬ 
pany the shift from one stage to another. They are defending, surren¬ 
dering, and reintegration (Kegan, 1982). 
Defending is a condition of being embedded in a previously comfor¬ 
table and adequate frame of reference which is now being challenged by 
the introduction of new information or experience which disturbs the 
order and balance. That challenge is perceived as threatening and a 
defense reaction often occurs. The defense may be strong and rigid, or 
if the person is already questioning to any extent, the defense, may be 
more permeable. If the defense is rigid, conflicting information or 
experience will most likely be rationalized to fit the present frame of 
reference. If the defense is permeable, the new information may seem 
attractive, and provide momentum for stage movement. 
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Surrendering occurs when the person allows the conflicting informa¬ 
tion to be in contradiction to the old frame of reference, and begins to 
experience confusion. This phase may bring about fear of losing one's 
balance of control and it may also be exciting. The new information be¬ 
comes more attractive as it is differentiated, that is elaborated, 
sorted out, analyzed, and considered, and begins to find its place in an 
emerging new frame of reference. 
Reintegration takes place when the new information shapes the frame 
of reference to the point that it becomes the screen through which other 
new information is passed to create meaning. When this new world view 
is in place, even past views are understood and accepted from a new per¬ 
spective. 
Kegan maintains that each of these personal responses in the se¬ 
quence requires a facilitating environment to help it happen smoothly, 
and he names these states confirmation, contradiction, and continuity. 
Each of these stages can be facilitated by educators in the learning 
environment. 
Educators can confirm learners by making the learning experience a 
safe place to feel out of balance and by naming confusion as something 
the learners can expect to experience while they try to hold on to their 
world view that is being challenged. Learners must feel validated and 
supported as they experience anxiety and resistance in order to move 
beyond it. 
Once a learner feels confirmed, s/he can then immerse her/himself 
completely into contradiction. The educator can facilitate this by 
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encouraging the learner to differentiate the new views from the old ones 
in a trusting atmosphere. This encouragement might take the form of in¬ 
viting the learner to explore feelings of discomfort, confusion, fear, 
and anger that accompany the contradictions with the goal of experienc¬ 
ing them as completely as possible. According to Kegan, once a person 
immerses her/himself thoroughly in the struggles of a particular stage, 
a natural kind of resolution occurs, and it is more possible to let go 
of the struggles and move on to a new, more adequate way of understand¬ 
ing them. 
The final step of the transformation involves facilitating contin¬ 
uity with the learner. This means helping the learner to develop an 
ongoing, stable, consistent support system for the process of settling 
into a new ideological domain. The support system may well consist of a 
new reference group who share that domain. 
Summary 
Cognitive developmental theory provides the conceptual framework 
for AOE by offering guiding concepts about how development happens, and 
what conditions are necessary to facilitate that learning and growth 
through stages. Weinstein and Bell (1983) describe this material as 
well as Kegan's sequence of psychological development (1982) in terms of 
its application to AOE. The application of this theory to design deci¬ 
sions will be discussed in the following section. 
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Section Two: Applying APE Theories to 
the Educational Design Process 
This section identifies and explains three critical areas for deci¬ 
sion making in the educational design process, and offers tools and 
strategies which inform those decisions in relation to heterosexism edu¬ 
cation. Those areas are: (1) goals or desired behavioral outcomes, 
(2) learner perspective and experience, and (3) instructional procedures 
and environment (Weinstein and Bell, 1983). 
These three areas of decision making correspond to the three parts 
of the Behavior/Person/Environment model introduced by Kurt Lewin 
(1935), and described in Between Psychology and Education by David Hunt 
and Edmund Sullivan (1974). Lewin said that behavioral outcomes are a 
function of the person interacting with the learning environment. The 
mathematical formula for that statement looks like this, B=(f)P+E 
(1935). 
This formula suggests that the specific goals or behavioral out¬ 
comes of an educational experience need to be determined in relation to 
the specific learners (persons) with all their characteristics (i.e., 
developmental levels and perspectives, experiences, social group member¬ 
ships, assumptions, expectations, emotions and resistances) and how 
those learners interact with, all the aspects of the learning environ¬ 
ment (i.e., content, social structure, design sequence, methods and pro¬ 
cedures, and educators). 
There is logical sequence for making these decisions in the design 
process, and it is based on what information the educator needs for each 
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phase of designing. That sequence is: 
(1) Decide on the goals and desired behavioral outcomes of the hetero¬ 
sexism education project. 
(2) Use theory and tools to assess, or make an informed prediction of, 
the characteristics of the learner population in this project. 
This process of taking apart all the known characteristics and 
exploring them is called "differentiating" the learner or person 
(Hunt and Sullivan, 1974). 
(3) Make choices about the educational environment based on those goals 
and characteristics. 
This section is organized according to this sequence of steps. 
General Goals of Heterosexism Education 
The goals of heterosexism education stated here are derived from 
AOE principles articulated in the previous sections and applied to the 
content of heterosexism. They are: 
(1) To help each learner articulate and consciously examine his/her 
current understanding of heterosexism as an issue of oppression. 
(2) To engage and broaden each learner's scope of awareness and know¬ 
ledge by examining personal and social manifestations of hetero¬ 
sexism from learners' experience. 
(3) To introduce information which may contradict the traditional mis¬ 
information about heterosexism, and which may stimulate confronta¬ 
tion and discussion among learners attempting to understand the 
phenomenon. 
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(4) To provide opportunities for the resolution of these contradictions 
at more adequate levels of meaning and action than were previously 
available to learners. 
(5) To promote increased ability to see the perspectives of others and 
to act with more options based on those perspectives. 
(6) To help learners connect their awareness with action in a way that 
is relevant to their own developmental growth and to social change 
in their environment. 
These AOE goals direct the educational design process, and are not 
intended to be the goals which are posted and explained to learners at 
the beginning of the educational experience. Those "agenda goals" are 
more concrete and relevant to the specific need of the learners to know 
what the learning experience is designed to do. Although they would 
differ depending on the learner audience and the length of the learning 
experience, some examples of agenda goals are: 
(1) To explore and discuss information about heterosexism in our cul¬ 
ture. 
(2) To examine the costs to all of us of living in a heterosexist cul¬ 
ture. 
(3) To identify some specific actions we might take to interrupt 
heterosexism. 
The AOE goals are educator-focused in that they provide guidance in 
designing any learning experience on heterosexism, and can be inter¬ 
preted on varying levels of complexity and degree. The agenda goals are 
learner-focused in that they tell the learners what they can expect to 
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be thinking about and doing during the learning experience. This pro¬ 
ject uses the educator-focused AOE goals and Kegan's three stages of 
facilitating developmental growth to guide the educational environment 
decisions. The connections between goals, the three stages, and deci¬ 
sions will be explained as the decisions are introduced in the appropri¬ 
ate step of the process. 
Assessment or Making Informed Predictions 
About Learner Characteristics 
Assessing the learners' characteristics includes answering the fol¬ 
lowing kinds of questions: (a) Who are the learners? (b) What have they 
experienced that relates to heterosexism? (c) How have they made sense 
of that experience? (d) What are their assumptions, expectations, and 
resistances for this learning experience? These aspects of the learner 
must be consciously considered in order to match the specific goals and 
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the environmental decisions appropriately to the group of learners. 
This information can be collected with varying degrees of formality 
and directness, before or during the learning experience, depending on 
the amount of access to the actual learners and their personal his¬ 
tories. Some of this information may need to be presupposed or pre¬ 
dicted using theories to inform the predictions. 
For example, names of learners, if known ahead of time, may suggest 
the gender breakdown of group; the fact that they are all social work¬ 
ers, or teachers, or college students, may suggest a minimum age indica¬ 
tor or point to a level of supposed intellectual ability that can help 
the educator to predict some characteristics. Some social group 
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identities may be visible to the educators upon meeting the learners, 
while others are not. Developmental levels and consciousness levels are 
difficult to assess formally, but theories that suggest indicators can 
assist in informing those predictions. 
Although it is rare in heterosexism education that educators have 
an opportunity to assess formally the characteristics of the learners, 
the task of asking questions about the learners, gathering as much in¬ 
formation as possible, considering that information, and using it to 
influence decisions about the design, must receive attention and impor¬ 
tance. 
(a) Who are the learners? What are their ages and occupations? 
What, if anything, do they have in common that brings them to this par¬ 
ticular learning experience together? What are their social group 
memberships? 
The question of social group memberships with respect to sexual 
orientation is quite different than it is with race, gender, or other 
visible social categories. Many social dynamics become important in 
considering this aspect of the learners. Homophobia, stigma, and dis¬ 
crimination make it necessary for many lesbians, gay men, and bisexuals 
to keep their social group identities a secret and remain invisible to 
the rest of the population (in the closet). For the respect and safety 
of the learners, it is important not to solicit information about their 
social identities with respect to sexual orientation. 
Educators must avoid assuming that all the learners are hetero¬ 
sexual as well. That assumption is a common example of heterosexism in 
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our culture. As higher levels of trust are established in the group, 
and as personal discussion is invited, learners may choose to identify 
themselves (come out). It is important that that decision remain with 
the individual. 
With respect to other social identities besides sexual orientation, 
information about gender, age, race, religion, physical and mental abil¬ 
ity, class, ethnicity, etc. can be valuable in anticipating and design¬ 
ing for the many possible combinations of experiences that learners may 
bring to the learning experience. A person with multiple subordinate 
social group memberships will certainly have a different sense of 
her/himself, a different world view, and will have been socialized and 
treated differently than one with multiple dominant social group member¬ 
ships. 
Comparisons of oppressions may arise because of social group mem¬ 
berships and experiences, and educators need to help learners draw 
parallels to increase understanding while still keeping focused on 
heterosexism. Competition among oppressions ("racism is worse than 
heterosexism") or the invalidation of one oppression because it con¬ 
tains another ("I can't support gay men because they are so sexist") may 
arise. One way to discourage this type of interaction is for the educa¬ 
tors to be prepared to discuss the overlaps and multiple impacts of the 
different issues of oppression on each other. The primary task of edu¬ 
cators in dealing with social group memberships is to validate the par¬ 
ticular struggle facing dominants (heterosexuals) and subordinates 
(lesbian, gay, bisexual, asexual, etc.). 
48 
Besides dominance and subordinance, other social group factors are 
also important in anticipating learner characteristics. In what geo¬ 
graphical area, and during what political eras were learners brought up? 
What religious, political, or ethnic teachings shape their views? A 
person living in San Francisco and active in the "flower child/free 
love" era may have a much less sexually repressive foundation than some¬ 
one raised as a fundamentalist in Kansas during the same time period. 
The many social group variables need to be considered and anticipated in 
the educators' preparation. 
Other factors may influence learners' decisions about disclosing 
personal information during the learning experience. If, for example, 
several of the learners work together or attend classes together, there 
may be concern about how personal information disclosed in the learning 
experience might influence their ongoing relationships in the world or 
class setting. 
(b) What have the learners experienced that relates to heterosex¬ 
ism? When were their first awarenesses about sexual orientation? How 
much exposure to ideas or people different from themselves have they 
had? How has the issue of heterosexism ever touched their lives person¬ 
ally? What information and values have they learned through socializa¬ 
tion? 
Each of these questions has intellectual and emotional impact on 
shaping the beliefs, attitudes, and behaviors of the learners. This is 
the body of private knowledge that is so often not included or is even 
avoided in traditional learning experiences. The educator must 
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anticipate a broad scope of experiences among the learners from "signing 
up for this workshop is the first time I have ever thought about it" to 
"this issue has been central in my life ever since I learned my father 
is gay." The nature and degree of experience of each learner has a di¬ 
rect relationship on the perspective s/he brings to the learning envi¬ 
ronment. 
(c) How have the learners made sense of their experiences? Which 
learnings have been reinforced by experience, and which have been chal¬ 
lenged? What world view of heterosexism do they bring to the learning 
experience? What developmental level's tools are they using to make 
meaning about this issue? 
Educators may need to use developmental stage theories to inform 
this aspect of the assessment. Some appropriate ones include Self- 
Knowledge Development Theory (Weinstein and Alschuler, 1985), Stages in 
Subjective Role Taking (Selman and Byrne, 1974), and Oppression/Libera¬ 
tion Development Theory (Jackson and Hardiman, 1980). The following 
paragraphs contain a review of the characteristics of developmental 
stage theories, summaries of the first two of these theories, and a more 
detailed description of the third since it is applied more extensively 
in the project. 
Some characteristics of structural development stages according to 
Piaget (1968), and Flavell (1963) include that they are invariant, hier¬ 
archically organized, qualitatively different, and that each forms its 
own structural whole. 
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Invariant means that their sequence is always the same; that stage 
one must precede stage two because it is a prerequisite for stage two, 
it contains learnings for stage two, and cannot be skipped. Movement 
from one stage to another is not automatic, but conditions can be cre¬ 
ated which encourage that movement. 
Hierarchically organized means that each stage is more adequate, 
contains more capacity for making sense of the world than the previous 
stage. Subsequent stages represent the transformation and incorporation 
of previous stages so that all the skills, knowledge, and awareness from 
previous stages and more are part of a given stage. 
Qualitatively different means that each stage represents a whole 
different way of seeing an issue than the previous stage, not just a new 
slant, but a distinctly new way of experiencing the issue. Heterosexism 
does not mean the same thing to people in two different stages. 
Each stage forms its own structural whole in that it represents a 
whole underlying frame of reference through which a person interprets 
his/her experience and determines his/her approach to the world. All 
the pieces of a particular stage fit together to make up a world view 
that makes sense of reality until something happens that either contra¬ 
dicts it or cannot be explained by it. It is at this point that stage 
change may begin to take place. 
Functions of developmental change. Piaget describes two basic ten¬ 
dencies that govern stage change—organization and adaptation. Organi¬ 
zation refers to a person's inherent need to have a system of structures 
for his/her processes, a higher sense of order that seeks to preserve 
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itself and to have equilibrium and balance. This explains why people 
resist developmental change if they are pushed toward it, and why when a 
person's world view is no longer adequate for making sense of certain 
things, s/he seeks developmental change. 
Adaptation is a combination of assimilation (changing new stimuli 
to fit in with old belief systems) and accommodation (changing the old 
belief systems to include the new stimuli) to form new structures for 
understanding the world. Adaptation requires interaction among all the 
parts, and structural development theory views change as a function of 
this interaction between person and environment. 
Self-knowledge development theory identifies four stages that 
people may go through in conceptualizing and expressing the way they 
make sense of their own experiences. These stages are: elemental, 
situational, internal pattern, and internal process. 
People in the elemental stage describe their experiences in terms 
of concrete, external, tangible, simple events and sensations that are 
visible to all. They have no awareness of internal perception of them¬ 
selves or others, no notion of thoughts or feelings to probe, and no 
sense of causal relationships. They would talk about what they (and 
others) are seeing, hearing, doing, wearing, and, in very simple terms, 
feeling (using simple descriptors like sad, glad, mad, and happy), but 
they would not identify any connections among isolated events or sensa¬ 
tions. 
People in the situational stage have an awareness of causal connec¬ 
tion between events, and an awareness of nonvisible internal thoughts 
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and feelings which make up a situation, or cluster of events and reac¬ 
tions that are related. The situation is seen as the cause of the 
reaction, and a different situation would cause a different reaction, so 
that there is no self-theory or generalizable description of self. How 
a person describes her/himself depends on the situation. 
People in the internal pattern stage can see themselves as separate 
from individual situations, having enduring qualities or patterns in a 
class of situations, and begin to realize that others may perceive a 
situation differently than they do. They are aware of an inner self 
that is consistent, and can hypothesize about how they will act in a 
particular situation. 
People in the internal process stage can describe internal states-- 
thoughts, feelings, and can take action to modify, influence, or control 
those patterned responses. They can see themselves as agents of self¬ 
change, and can articulate self-theories which generalize across situa¬ 
tions. People at this stage can see and understand others' perspectives 
as well as their potential to think and behave differently (Weinstein 
and Alschuler, 1985). 
This self-knowledge development theory might provide the heterosex¬ 
ism educator with information or insight into learners whose stage pre¬ 
vents them from getting beyond a certain level of awareness, or it might 
serve to inform the specific processing questions asked after an activ¬ 
ity. Since learning audiences are bound to be made up of a wide range 
of self-knowledge stages, including something for every stage is often a 
helpful guideline in designing activities and questions. 
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The -ta9es of Subjective Role Taking described by Selman and Byrne 
(1974) may help heterosexism educators to understand and deal with 
learners with different developmental capacities. This description of 
those stages is taken directly from Weinstein and Bell's first chapter. 
Subjective Role Taking (Selman and Byrne, 1974) 
Stage 0 - Can understand that another person may have preferences and 
subjective states different from their own but cannot figure 
out what those states may be. 
Stage 1 - Can understand that people have personal reasons for their 
actions, reasons that are not apparent to outside observers. 
Stage 2 - Can recognize that others have their individual perspectives 
and can also begin to infer what those perspectives might be. 
Can also begin to infer what others might be thinking about 
one's own thinking. 
Stage 3 - Can think about two people's points of view simultaneously. 
Can assume the perspective of a third person even as she or he 
is one of the two participants. Can take a reference posi¬ 
tion. 
Stage 4 - Can consider the perspective of a group or society. Can com¬ 
pare ideologies and belief systems. Becomes increasingly less 
egocentric about their own third person perspective. Can 
appreciate that everyone will interpret a given social inter¬ 
action in a particular way. 
Stage 5 - Can recognize that group perspectives are relative to the cul¬ 
ture in which they themselves have been socialized. Is able 
to overcome prejudice and confusion when faced with behaviors 
on the part of other groups that would be abhorrent, frivo¬ 
lous, or inexplicable if considered from the narrow perspec¬ 
tive of one's own culture. Has a need to engage her/his 
inferential processes because they are aware of the existence 
of broad cultural values that may be different from the values 
held by one's own culture. 
(Selman and Byrne, 1974, in Weinstein and Bell, 1983, p. 10) 
This stage theory also offers insight into the perspectives and ideas 
that may be presented by learners in the educational experience. 
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The Oppression/Liberation Development Theory, refined by Jackson 
and Hardiman (1980), from the work of Cross (1973), Freire (1966), 
Hardiman (1982), Jackson (1976), and Kim (1981), combines structural 
developmental theory and information about how oppression affects the 
lives of people to describe the stages that oppressors and oppressed 
people move through in the struggle to attain a liberated social iden¬ 
tity in an oppressive environment. This theory is kind of map of the 
stages of consciousness one experiences in relation to a particular form 
of oppression as either an oppressor or an oppressed person. Although 
the theory is generalizable across several forms of oppression, the 
description contained here will use only heterosexism for examples. 
(The discussion of this theory is adapted only slightly from Jackson and 
Hardiman in Weinstein and Bell, 1983.) 
There are five stages experienced by both opprssors and oppressed 
people: (1) Naive, (2) Acceptance, (3) Resistance, (4) Redefinition, 
and (5) Internalization. In addition, acceptance and resistance have 
two possible manifestations, active (conscious) and passive (uncon¬ 
scious). All but the first stage have three sub-stages: entry level, 
adoption of the stage, and exit preparation. 
Stage change is typically motivated by a sense that the current 
stage no longer serves the person adequately, and s/he must find another 
way to make sense of his/her experience. During transition, a person 
to be in two stages at once, since they overlap. may appear 
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The map of the Oppression/Liberation Development Theory looks like 
this: 
NAIVE 
PASSIVE ACCEPTANCE ACTIVE ACCEPTANCE 
ENTRY ENTRY 
ADOPTED ADOPTED 
EXIT EXIT 
PASSIVE RESISTANCE ACTIVE RESISTANCE 
ENTRY ENTRY 
ADOPTED ADOPTED 
EXIT EXIT 
REDEFINITION 
ENTRY 
ADOPTED 
EXIT 
INTERNALIZATION 
ENTRY 
ADOPTED 
EXIT 
The stages of the oppression/liberation development theory (OLDT) 
are presented in two parts. The first traces the process of an op¬ 
pressed person (gay, lesbian, or bisexual) in his/her movement toward 
liberation; the second focuses on the oppressor (heterosexual). The 
terms oppressor and heterosexual will be used interchangeably, as will 
oppressed person and gay man, lesbian, or bisexual. 
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Oppressed Person's Stages 
Nai_ve. A person at this stage has no social awareness, no sense of 
her/himself as a member of a social group. The person receives a varie¬ 
ty of messages, some of which are accurate and some of which are not, 
from the primary socializing agents like parents, teachers, other rela¬ 
tives, the media, the church, and significant others. 
Acceptance. This term refers to a person's acceptance of the mes¬ 
sages about the nature of their social condition, the superiority of 
heterosexuality (in this case) and heterosexuals and the inferiority of 
homosexuality and lesbians, gay men, and bisexuals. Sometimes these 
messages are held simultaneously with a sense of self that may be con¬ 
tradictory to the messages, so that the person lives with varying 
degrees of dissonance, but more often the person believes and internal¬ 
izes the negative messages about him/herself since there is very little 
information to the contrary available. This conscious belief in one's 
own inferiority is active acceptance. 
Some lesbians and gay men stay at this stage for life, and even the 
ones who question their status may be seduced into staying where they 
are because the culture rewards oppressed people who "stay in their 
place" and punishes those who "make waves." This socialization process 
is invisible and subtle, so that lesbians and gay men are often 
57 
unconscious that they have endorsed the predominant belief system and 
theirs is passive acceptance. 
A person who begins to acknowledge the contradictions, the overt 
examples of heterosexism and their harmful effects has probably reached 
the exit level of the acceptance stage. Often, this acknowledgement is 
brought on by blatant external events, and can no longer be ignored. 
Resistance. The first manifestation of the resistance stage is 
often questioning about the rules, values, and codes of conduct, which 
have been handed down from the oppressor. A person in this stage reex¬ 
amines these values and codes to discover any contributing heterosexist 
premises, and becomes skillful at uncovering and naming those premises 
that have been present in all parts of their social experience. The 
resistance stage person feels hostility toward heterosexuals and les¬ 
bians and gay men who collude in their own oppression, and this hostil¬ 
ity marks the full adoption of the resistance stage. 
The combination of strong feelings of anger, pain, hurt, and rage 
and the intellectual understanding of the overwhelming effects of heter- 
sexism may be quite consuming. Some people become fixed in this stage 
for some time. Others are uncomfortable with the loss of rewards that 
comes with not "staying in their place" and so choose to be passively 
resistant. 
The primary task at this stage is to stop colluding with hetero¬ 
sexism by believing the negative notions about themselves, and instead 
to become more positive and active. People discover that they do have 
some power, both to stop some things and to initiate others. Much of 
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their energy has been going into resisting, unlearning, reacting, and 
being clear about who they are not. With this realization, comes readi¬ 
ness for the next stage, redefinition. 
Redefinition. At this stage, an important shift takes place from 
defining oneself in terms of (or in reaction to) heterosexuals to defin¬ 
ing oneself independently or in relation to other lesbians, gay men or 
bisexuals in the same developmental stage. In addition, attention and 
energy also go toward contact and interaction with peers instead of with 
heterosexuals whose approval has become much less necessary for a posi¬ 
tive sense of self. 
Renaming, a primary task of this stage of consciousness, often be¬ 
gins with forming a new referent group made up of other redefinition 
stage lesbians, gay men, or bisexuals whose concerns and needs are simi¬ 
lar. Oppressed people seeking the exclusive company and perspectives of 
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others like themselves are often labeled "separatists" or troublemakers, 
and their actions are viewed as counterproductive by liberal oppressors 
who have probably worked to integrate "their" social institutions. 
The search for redefinition may include reevaluating and possibly 
excluding old friendships, claiming or reclaiming group heritage, becom¬ 
ing clearer about uniquenesses of the oppressed group, and building 
pride and a sense of groupness. This new sense of self cannot help but 
influence the many social roles one plays, and the contemplation of 
these influences marks the exiting level from the redefinition stage. 
Internalization. Integrating this new sense of self into the so¬ 
cial setting signals the entry into the fifth stage of internalization. 
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This higher consciousness must be tested in a context wider than the 
supportive referent group. Lesbians and gay men in stage five may begin 
renegotiating with their significant people to establish more liberated 
social relationships and interactions, and these renegotiations may not 
always work since not everyone's consciousness has been raised. People, 
especially heterosexuals, who have come to expect acceptance, resis¬ 
tance, or even redefinition behavior from oppressed people, may be 
bewildered or hostile toward an assertive, self-assured lesbian or gay 
man. 
As the person in this stage adopts the consciousness more fully, 
becomes more comfortable and empowered, s/he can begin to see and appre¬ 
ciate the victims of other forms of oppression besides heterosexism. 
The result may be empathy for others, awareness or one's oppressor role 
in another form of oppression, and learnings which make examination of 
one's other oppressed roles easier. 
The ongoing task of the final level of stage five is continuing to 
integrate the new consciousness into everyday life, and nurturing that 
consciousness, as well as oneself and others in the same stage, so that 
the constant pressure to return to the acceptance stage can be endured. 
Oppressor's Stages 
Naive. At birth, heterosexuals have no conception of the compul¬ 
sory nature of heterosexuality, or the complex rules and codes of 
behavior, so they operate from their own needs, interests, and curios¬ 
ity. Consequently, they break many rules, are punished, and begin to 
learn their lessons about what is acceptable and what is not. These 
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lessons may be confusing, and the punishments painful because people in 
the naive stage are often interested in understanding differences among 
people even though the differences may make them a bit uncomfortable. 
The interest is stifled quickly by the clear messages, rewards, and 
punishments from socializes (parents, educational system, peers, 
church, media, community, legal system, and cultural norms). 
When the person realizes that these messages are not personal and 
isolated, but are part of a systematic ideology and belief system which 
is enforced in ways that empower some people and limit others, and that 
it is pervasive in our culture, then the stage of acceptance seems to be 
an inevitable next step. 
Acceptance. At the passive acceptance stage, heterosexuals have 
learned and unconsciously accepted the rules and ideology as the normal 
pattern of life. Questions are repressed, and contradictions about the % 
lives of oppressed people are rationalized by direct teaching of stereo¬ 
types and misinformation which fosters a more active type of acceptance, 
or by the indirect teaching of ideologies like the doctrine of personal 
responsibility (blaming the victim) which leads to the same misinforma¬ 
tion about oppressed groups, a paternalistic/liberal attitude about 
"helping" them, or a tendency to do nothing except pursue their own 
interests. 
Heterosexuals in this stage are generally unaware of their privi¬ 
leges, have never thought about themselves as oppressors, and see them¬ 
selves as just "normal." They see it as normal that some people, 
lesbians, gay men, and bisexuals, are deviant or abnormal as well. 
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Seeing oneself as normal is more subtle than seeing oneself as superior, 
but it has many of the same effects when operationalized. 
Those heterosexuals who see themselves as superior are in the ac¬ 
tive acceptance stage, being conscious, proud, and protective of their 
dominant status. Sometimes oppressors remain locked in the active 
acceptance stage for years because transition from active acceptance 
requires a major shift, profound personal experience, or a long time. 
Even for passive accepters, the transition may be confusing and often 
painful since initial contradictions may be easily passed off as iso¬ 
lated or exceptional events. Gradually, they may accumulate and begin 
to stimulate questioning in the exit level of this stage. The transi¬ 
tion is often difficult and painful for people at this stage as their 
world view begins to crumble and they begin to feel confused, guilty, 
embarrassed, and angry at having remained ignorant so long. These 
characteristics mark the beginning of the resistance stage. 
Resistance. Heterosexuals in stage three reject their social 
position as oppressors as a result of dissonance in their previously 
accepted ideology and contradictions in their experience. These people 
are undergoing a major shift from blaming the victim to blaming their 
own group for oppression. Common emotions during this shift are guilt 
for having accepted privilege and having acted out of misinformed pre¬ 
judice, anger at other oppressors personally and at the oppressor social 
group in general, and anger at the culture for having done such a 
thorough job of socializing everyone to not question any of the 
destructive messages. 
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For some resisting oppressors, their concern about the oppression 
can become an obsession, and for many it is a compelling force in their 
lives. One consequence of this concern is ostracism by peers or rejec¬ 
tion of peers who don't share their views, or who still act in oppres¬ 
sive ways. Awareness that they are oppressors can make some people wish 
they weren't heterosexuals and distance themselves from traditional 
heterosexual behaviors, or it can make others confront and punish others 
overzealously. All of these behaviors suggest that oppressors need to 
find other ways to address heterosexism than liberalism, guilt, and con¬ 
frontation. This need begins to mark the transition into stage four. 
People move from stage three to stage four because they need to 
find a sense of a positive identity, of which they can be proud, which 
is consistent with the values that they do stand for rather than the 
ones they are against. Conflict moves toward resolution. The task of 
stage four is to engage in a process of renaming a positive heterosexual 
social consciousness. 
Redefinition. At this stage, heterosexuals focus their energy on 
defining their social identity in a way that is not dependent on oppres¬ 
sion or on an inferior group. Before this time, they have been focusing 
on lesbians, gay men, bisexuals, and "their problem" rather than on 
themselves. They have been left feeling negative, confused, and iso¬ 
lated and now need to develop a positive, clear, nurturing sense of 
themselves as heterosexuals. 
This stage involves finding their own self-interest in eliminating 
heterosexism, feeling pride in strengths without superiority, and 
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defining a new set of personal/group goals that value diversity. The 
transition from stage four to stage five emanates from the need to 
incorporate this new sense of social identity into their interactions in 
the broader environment, to test out and act on these new values and 
interests. 
Internalization. Heterosexuals at this stage are painfully aware 
of the past, and concerned about creating a better future by living in a 
way that reflects an integration of past learnings. Part of internali¬ 
zation is the assumption that the new aspects become a natural part of 
behavior that is unconscious and spontaneous, and that stage five op¬ 
pressors support and nurture themselves and this new social identity and 
consciousness so that they survive the pressure to slip into old accep¬ 
tance roles again (Jackson and Hardiman, 1983). 
These five stages of the OLDT, in relation to oppressors (hetero¬ 
sexuals) and oppressed people (lesbians, gay men, and bisexuals), de¬ 
scribe the movement from oppression to liberation for both social iden¬ 
tities. The OLDT can be especially useful to heterosexism educators in 
formulating goals for learning experiences, in assessing the developmen¬ 
tal levels of responses, and in matching strategies and interventions to 
specific learners. 
Using these theories means understanding and being able to identify 
verbal and behavioral cues that reflect functioning on specific stage 
levels for the various theories. Application in the educational setting 
translates into providing opportunities for learners to interact on 
appropriately focused questions, observing the interaction, and making 
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informal subjective assessments based on those cues. Obviously, this 
assessment cannot take place before the learning experience, but in the 
early stages of it. 
(d) What are the learners' assumptions, expectations about, and re¬ 
sistances to this learning experience? What have they been told is 
going to happen? What do they want to get out of it? What style of 
learning experience are they used to? Are they attending voluntarily? 
If the learning experience has a history, have others told the 
learners what to expect? What information has been given in advance of 
the learning experience that may shape their expectations? What style 
or format is most familiar to them? AOE principles suggest that educa¬ 
tors match, at least initially, the known information and expectations 
and familiar format of the learners. Once that match has been accom¬ 
plished, a moderate degree of novelty can be introduced and, in fact, 
will enhance the attention of the learners. 
Inventorying the specific expectations of the learners at the 
beginning of the experience can help the educator to make appropriate 
decisions. That inventory can also identify questions, issues, hopes, 
or desired outcomes that the learners bring to the experience. 
Whether learners attend voluntarily may influence their attitudes, 
perceived needs, and levels of resistance to the material and the pro¬ 
cess of being together. If someone comes to a workshop on heterosexism 
because s/he is interested in expanding her/his own understanding of gay 
and lesbian issues, that motivation has already created at least minimal 
openness to talking about previously unfamiliar or unspoken subjects. 
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If someone comes because her/his job requires it, or because her/his 
boss says s/he needs it, or because it is a requirement for a class, or 
because of incidents or problems that call for action, that motivation 
may contain higher levels of resistance to material or interaction. The 
educator must concern her/himself with consciously addressing, validat¬ 
ing, and helping the learner to work through that resistance. 
Assessing and attending to these learner characteristics and soli¬ 
citing and valuing this private knowledge begins to create an atmosphere 
of confirmation (Kegan, 1982) where learners feel safe to talk about 
their experiences and current understanding with others in the group. 
AOE and psychological education suggest that the interaction between the 
person (characteristics and private knowledge) and the environment 
(accurate information, institutional practices, cultural norms) or 
public knowledge form the basis for all learning. The task of the edu¬ 
cator is to facilitate this interaction, throughout the educational 
experience, and to direct it toward broader and more conscious examina¬ 
tion of heterosexism. 
This task can be best accomplished by starting where the learner 
is, introducing new and possibly contradictory information and experi¬ 
ences, and providing ample opportunity for the learners to interact with 
the new material. Those interactions may become passionate and compel¬ 
ling since there are so few opportunities for people to discuss sexual 
orientation issues in an open and knowledgeable forum. 
It may be difficult for learners to listen to different opinions, 
and to make themselves heard. The role of the educator becomes very 
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important in facilitating that process. Some guiding principles that 
may be helpful are to sequence activities and questions from concrete 
to abstract, and from personal to societal, to ask people to speak from 
their own personal experience, to model good listening and accepting 
behaviors, to intervene if someone is judgmental toward another, and to 
offer new or more adequate information and points of view when necessary 
(Weinstein and Bell, 1983). 
If attention to and validation of learner characteristics are con¬ 
sistently evident, early in the educational experience, the learners are 
more likely to feel confirmed, engage in the exploration of contradic¬ 
tions, and be open to broader scoped options for understanding and 
action. Thus, developmental growth can occur. 
Creating the Educational Environment 
This dimension of decision making is critical for the heterosexism 
educator because it is the area in which s/he can exercise the most 
control of the learning experience. The educational environment is the 
point of contact among the learners and the content, the other learners, 
and the educators. The nature of that contact substantially shapes the 
outcomes of the learning experience. Decisions about the environment 
matter, and must be made consciously and from sound theoretical per¬ 
spective. 
Creating the educational environment involves the following tasks: 
(1) choosing the specific content; (2) shaping the social climate; 
(3) desining the sequence of learning activities including methods and 
procedures; and (4) "differentiating" the educators. 
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0) Choosing the specific content. The content of an educational 
experience is the material to be learned, or applied. It may be cogni¬ 
tive, affective, and behavioral. In AOE, where promoting development 
and raising consciousness are stated goals of the educational process, 
all of these aspects are included as necessary parts of the content. 
At minimum, a heterosexism education experience needs to solicit 
the learners' private knowledge about heterosexism, and to use an 
organizing model based on public knowledge that defines heterosexism as 
a form of oppression, identifies its similarities, differences, and 
connections with other forms, and points to concrete examples of its 
manifestations in the culture of the learners. 
The interaction between public and private knowledge may yield con¬ 
tradictions that need to be discussed. Those contradictions are also 
content. The discussion and clarification of them may lead to some 
resolution that increases the range of information, perception, and 
options of learners. All of those areas are content, as well. 
The learners' questions and concerns also make up the content of 
the educational experience. Those questions and concerns must be soli¬ 
cited on a regular basis. (The nature of the social climate becomes an 
important part of the experience if the learners are to feel safe to 
express those questions and concerns. Social climate will be discussed 
in the next section.) 
In summary, the content includes that which is planned as part of 
the educational design, that which the learners bring, and that which is 
Since the educational design must be generated during the experience. 
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planned before the experience, the educator must anticipate what kinds 
of content might emerge, and either solicit it, or at least be prepared 
to adjust the design to accommodate its emergence. For example, a group 
may not be convinced that heterosexism is actually a form of oppression, 
and the educator may need to introduce more statistics, examples of dis¬ 
crimination, more films, or personal accounts that document the exis¬ 
tence of the phenomenon. Another group may tire quickly of the public 
proof and be ready much sooner to move on to the questions about how it 
affects them and what they can do about it. 
As much as possible, initial content should be selected ahead of 
time, but contingency plans and preparation for emerging content must be 
a part of the educator's planning. Once the content is chosen, the next 
task is to create the climate in which the interaction can begin. 
(2) Shaping the Social Climate. The second task in creating the 
educational environment is creating a balance of comfort and challenge. 
A comfortable social climate is especially important in heterosexism 
education because of the potentially high levels of homophobia leading 
to the invisibility of the subject and the stigma attached to it. The 
social climate is a function of the group norms and dynamics including 
the initial feeling of safety, inclusion, and affirmation, and the 
levels of interpersonal trust that result. 
Principles consistent with AOE can aid the educator in attending to 
these concerns. They are: (a) establish and ask for consensus on clear 
guidelines for how the group will interact together; (b) consistently 
reinforce and validate others who follow those guidelines; (c) attend to 
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learners' early needs to feel included, affirmed, focused, and clear 
about what will happen; (d) model the guidelines, levels of risk taking, 
and participation that are desirable in the learning experience; 
(e) avoid "surprises" in the agenda and the emotional climate; (f) at¬ 
tend to closing needs at the end of the learning experience. 
(a) Establish and ask for consensus on clear guidelines for how the 
group will interact together. These guidelines might consist of items 
like: 
(1) We will all speak from our own personal experience, using "I" 
statements, rather than generalizing about whole groups of people. 
(2) We will practice nonjudgemental listening, letting each person have 
her/his complete say without interruption, or put downs. 
(3) We will welcome disagreement presented in courteous ways which do 
not discount the opinions of the person with whom we disagree. 
(4) We agree not to talk about people in this group or things they 
shared when we are outside this group. 
(5) We acknowledge that everyone has the right to not participate 
(right to pass) in any activity in this learning experience. 
(6) We encourage and invite learners to use this opportunity to ask 
questions about any aspect of heterosexism, since there are so few 
opportunities to do so. No question will be considered a "stupid 
question." 
By explaining and asking for consensus on these guidelines early in 
the learning experience, the educator begins to lay a clear groundwork 
for safety and trust about what learners can expect to happen. 
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Consensus increases the investment of the learners in the establishment 
of safety, and makes it more likely that they will attempt to adhere to 
the guidelines. 
(b) Consistently reinforce and validate others who follow these 
guidelines. The guidelines serve little function if they are not 
observed throughout the learning experience. Although the primary re¬ 
sponsibility for them may be with the educators, asking and encouraging 
learners to help monitor their own process of interaction can often make 
the educator's job easier and increase the awareness of the learners at 
the same time. 
There should be no exceptions made in the enforcement of the guide¬ 
lines, including if the educators violate one of them. When someone 
does do or say something that violates a guideline, that incident must 
be stopped, named, and the person encouraged to go on in a way that does 
not violate the guideline again. The educator needs to avoid punishing 
the violator in a way that stifles that person's further participation. 
That may mean avoiding judging and emotionally charged words like 
"insulting," "thoughtless," "stupid," etc. and recognizing the strong 
feelings of substantial socialization that may have prompted the comment 
without legitimizing the comment itself. 
The enforcement of all the guidelines should be done in a way that 
enables more openness and safety to express views, and does not stifle 
or close off participation. 
(c) Attend to learners' early needs to be included, affirmed, 
focused, and clear about what will happen. The educator should provide 
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opportunity for everyone to feel s/he is a part of the group by asking 
for names, brief introductions, and if time permits, some report of what 
brings the person to this learning experience or what expectations s/he 
has about the learning experience. 
It is also critical for educators to introduce themselves to the 
group, by saying something about how they came to be teaching this par¬ 
ticular learning experience, how their backgrounds relate to heterosex¬ 
ism education, and perhaps, although not necessarily, what their sexual 
orientations are. The initial information is to familiarize the learn¬ 
ers with the educators with whom they will be working and to provide the 
educators with credibility. The sexual orientation information is so 
that the learners will be clear about the perspectives from which the 
educators base their personal comments. In addition, this models the 
level of risk taking and self-disclosure that is the goal of a trusting 
atmosphere. Sexual orientations of the educators will be discussed in 
more detail in the section on facilitators which follows. 
Affirming the learners can be accomplished with a variety of stra¬ 
tegies. Naming and legitmizing some of the feelings that may accompany 
attending a learning experience on heterosexism is one possible 
approach. It is important to identify a whole range of possible feel¬ 
ings so that whatever someone is experiencing is included. 
Another possible affirming strategy is to identify some assumptions 
that the educators are making about the subject and the learners. These 
might include: that everyone has grown up in a heterosexist culture 
and learned stereotypes and misinformation; that we have all been 
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discouraged from asking questions about hereosexism so we probably have 
not been exposed to "the facts"; that we may have had experiences that 
seem to confirm stereotypes and there are probably explanations or other 
ways of understanding those experiences; that we need not blame our¬ 
selves or feel guilty for anything we have learned, we need only take 
responsibility for unlearning the inaccurate information, and expanding 
our points of view; that no one is an expert on this subject, even the 
educators, and that we can all help each other become more knowledgeable 
by sharing our resources and talking together. 
These assumptions or similar ones begin to validate each learner at 
his/her current perspective or developmental level. This validation 
will be continued in the early stages of the learning experience where 
learning activities are aimed at helping learners articulate their cur¬ 
rent understanding of heterosexism. 
Having a clear sense of what is to come in the learning experience 
can help learners feel secure and grounded. This can easily be accom¬ 
plished by posting an agenda and objectives, explaining them, and asking 
for questions. Educators may also want to announce that any changes 
that arise will be explained or checked out with learners. This stra¬ 
tegy insures that there is no hidden purpose, manipulative plan, or 
surprise planned, that the educators can be trusted, and it serves as a 
way for the group to share responsibility for following the agenda and 
meeting the objectives. 
Focusing thought and participation on the subject also needs to be 
an initial concern of the educator. An opening low risk activity which 
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engages everyone in thinking and talking about some form of heterosexism 
will often serve this purpose. Risk level can be kept low by asking 
people to talk to only one other person, perhaps someone they already 
know, or by using nonthreatening questions to stimulate discussion. An 
example might be, find a partner and talk about the first time you re¬ 
member learning that there were people of different sexual orientations. 
Getting everyone talking, at least to someone, early in the learn¬ 
ing experience, will facilitate the norm of participation, and will 
break the ice for large group discussions to follow. Most learners 
report that it is difficult to talk alone in front of the whole group at 
first. 
(d) Model the norms, levels of risk taking and participation that 
are desirable in the learning experience. This means practicing what 
the guidelines say as well as asking for challenge, disagreement, criti- 
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cal questioning, and discussion on the points that emerge in the educa¬ 
tors' presentations as well as others'. The more perspectives aired and 
explored, the richer the learning will be. Even comments which seem 
consistently resistant or out of place will add to the diversity of 
views heard. Sometimes the resister can give voice to concerns of 
others more reticent to speak, and those comments may provide an excel¬ 
lent opportunity to make points that were missed, invite differing 
points of view, or validate common learnings that are not accurate. 
It is important to model and encourage dialogue, both among learn¬ 
ers and between learners and educators; in which some degree of tension 
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and contradiction exists. It is through this kind of dialogue that 
learning happens. 
(e) Avoid surprises in the agenda and the emotional climate. To 
the extent that the agenda and emotional climate are predictable, the 
learners will experience safety and trust in the environment. 
Since complete safety would not promote development and encourage 
risk taking, it is recommended that moderate degrees of novelty be 
introduced not in the agenda or in the emotional climate, but in the 
content and methods used to transmit that content. For example, the 
educator might use a guided memory activity to identify the heterosexist 
"rules" we have all learned in our socialization process, rather than 
simply naming them in a lecture. Although the lecture may be more 
familiar and safe for the learners, the personal nature of a guided 
memory gently encourages learners to explore in a more invested way the 
impact of their own socialization. The result is heightened involvement 
and a balance between safety and low risk taking. 
(f) Attend to closing needs at the end of the learning experience. 
Literature about group dynamics tells us that a group experience is more 
complete and meaningful if the group consciously addresses synthesizing, 
summarizing, reaffirming a sense of groupness, and closing. In hetero¬ 
sexism education, some additional concerns are part of the closing needs. 
Those concerns have to do with helping learners identify what they have 
learned, how those learnings may affect their perspectives as they re¬ 
turn to their daily routine, and what they may need to do to deal with 
their potentially different perspectives. 
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The educator may simply ask the questions, "What did you learn?" 
"How do you imagine using these learnings?" "What do you anticipate in 
terms of support or resistance in using these learnings?" Each learner 
may be given opportunity to think, and talk about those questions in the 
large group or with one partner. 
Another strategy would include giving detailed attention to more 
aspects of reentering the heterosexist culture. This might include 
identifying learnings in the large group, formulating action strategies 
appropriate to each learner's home environment, anticipating barriers to 
the success of those strategies, naming specific sources of support for 
when those barriers arise, making personal commitments, and affirming 
the time, participation levels, and specific contributions of persons in 
the learning experience. 
The amount of detail, the nature of closing activities, needs to 
reflect the educators' assessment of developmental level and readiness 
of the learners to involve themselves in some kind of "next step." For 
some learners, the next step may be thinking about the contradictions 
that have been introduced into their previously unchallenged world view, 
and they may not be ready to "do" anything. For others, the next step 
may be to go out and organize a march in their home town. The entire 
range of "next steps" must be validated as acceptable for the individual 
learners in the group. It is the responsibility of the educator to 
assist each learner in finding her/his own comfortable next step without 
regard to others. 
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Another necessary part of closure is soliciting evaluation and 
feedback from learners about the learning experience. Developmental 
change in education is not often measured or identified specifically. 
Asking for initial responses to the learning experience can only suggest 
what may have been set into motion, but it can help the educators begin 
to assess which parts of the learning experience were helpful, stimulat¬ 
ing, uncomfortable, repetitious, etc. 
Again, it must be noted that learners on different developmental 
levels, and with different social group backgrounds, will certainly have 
different responses. In evaluating and refining the learning experi¬ 
ence, the educators need to consider which responses come from which 
learners, and use their theoretical knowledge to inform decisions based 
on evaluations. 
A comfortable social climate for the learning experience is criti¬ 
cal for safety and trust. If the educator attends to the creation of 
such a climate, spirited dialogue can occur, and learners are more 
likely to engage actively, and therefore to learn more. With social 
climate concerns dealt with, the next area about which the educator must 
make decisions is the actual design of the activities. 
(3) Designing the sequence of learning activities including methods 
and procedures. This is the third task in creating the educational 
environment. The design of a learning experience is the map or blue¬ 
print for how the learning activities and procedures fit together in a 
consciously chosen sequence and structure to facilitate learning and 
development. Like a blueprint for a building, it is complex and needs 
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to be created with tools and skills applied consciously to each deci¬ 
sion. 
It is helpful to consider several organizing formats simultaneously 
in the process of designing heterosexism education. One of the formats 
involves creating the three stages of the learning environment which 
facilitate the exploration of issues of oppression (confirmation, con¬ 
tradiction, and continuity). Another format has to do with the generic 
activities needed for any learning design. The third format prescribes 
guidelines for selecting and sequencing methods, procedures, and group 
structures to achieve specific learning goals. These organizing formats 
complement each other in providing the educator with guidance in the 
design process. When combined in a chart, they can become a blueprint 
outline or checklist of learning activities. 
Environmental 
Stages Learning Activities Sequences 
Confirmation Introductions 
Guidelines 
Agenda 
Expectations 
Assumptions 
Focusing/Interact ion 
Contradiction Organizer/Information 
Activity 
Processing 
Dialogue 
Synthesis 
Transition 
Continuity Summarize learnings 
Applications/Next steps 
Eva1uation/Feedback 
Additional resources 
Affirmations/Closure 
(Adapted from Weinstein and Bell, 1983) 
Personal-Institutional 
Low Risk-High Risk 
Concrete-Abstract 
What- 
So What- 
Now What 
Timing/Pace/Breaks 
Flexibility 
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Creating the environmental stages which Kegan says facilitate 
growth and development (1982) in the exploration of heterosexism can 
be accomplished with careful choices of learning activities, and con¬ 
scious sequencing of those activities in relation to the formats in¬ 
cluded on the chart. 
The confirmation stage can be best achieved by attending to the 
aspects listed under learning activities as they were described in the 
section on shaping the social climate. The objective of this stage is 
to help learners feel validated, supported, included, and unthreatened 
personally as a base for the challenge that will probably follow in 
later stages. Establishing trust, comfort, and a degree of predictabil¬ 
ity can be accomplished through conscious application of principles to 
activities, and through sequencing them according to the suggested 
guidelines. 
Sequencing guidelines suggest moving logically, in an order that 
makes sense to the learners, from that which they already know, through 
content that is relatively easy to integrate, and on to content that 
challenges them to expand their levels of analysis. The prescriptions 
are to begin with personal, low risk, concrete content that answers the 
question "what?" without analysis or indicated action (Borton, 1970). 
"Personal" relates to content which comes from each of the 
learner's personal experience so that it cannot be refused by someone 
else. This content has to do with what the individual knows, has exper¬ 
ienced, or how heterosexism has manifested itself on a personal level. 
As the learning experience progresses, the objective will be to expand 
79 
in scope to include ever-widening circles of interpersonal, cultural and 
institutional levels, as well. In addition, the focus will spiral back 
to reconnect regularly with the ways each of the other levels affects 
learners personally. 
Low-risk means initially superficial, safe, light (even playful), 
and geared to introduce people to each other. Risk level can be influ¬ 
enced by choices about content and methods. Some methods which help to 
keep risk level low include asking learners to write in journals, talk 
in twos or small groups, and volunteer in large group discussions. 
Volunteering and the "right to pass" help to give people permission to 
stay on safe levels of self-disclosure. 
Again, as the learning experience progresses, learners will be en¬ 
couraged to take more risks, and educators can make design choices which 
invite higher levels of challenge, self-disclosure, and emotional vul¬ 
nerability. It is important to remember that the nature of heterosexism 
includes an increased level of risk related to homophobia, so that the 
initial safe atmosphere is critical. 
"Concrete" refers to the belief that people learn most effectively 
when they are examining tangible, specific examples, rooted in the vis¬ 
ible reality of their own environment. Abstractions and generaliza¬ 
tions, introduced too soon may lead to unfocused discussions, confu¬ 
sions, and lack of clarity. Educators need to design initial activities 
which solicit concrete experiences, present fundamental concepts in 
small doses, allow time to integrate those concepts, use concrete ex¬ 
amples and factual information, and offer visual models to illustrate 
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ideas. Abstractions and generalizations will be invited later in the 
learning sequence when the focus is on analysis and critical thinking. 
At the beginning, however, the grounding in concrete reality will 
insure that learners are beginning from the same base. 
Asking the question "what?" initially keeps the focus on personal, 
concrete content and reflects the need to begin with what is most 
familiar to the learners. This question is also consistent with the 
goals of the learning experience to help each learner articulate and 
consciously examine his/her current understanding of heterosexism. It 
suggests that one of the first tasks is to identify and describe, what 
will be explored in this learning experience. 
The progression moves to "so what?" and "now what?" as the next two 
questions to be addressed by the learning design. "So what?" introduces 
the analysis component of the learning experience. In this component, 
questions emerge about the significance of the "what" to each learner's 
life. They may be questions like, "Where did I get this inaccurate 
information that I have?" "How did I come to learn it?" "How is it 
hurting me?" 
"Now what?" begins to address the future, and forms the basis for 
questions like, "What can I do to incorporate this new information in 
the way I see the world?" "What can I do to interrupt heterosexism?" 
"What are my next steps?" These three sequencing questions correspond 
to the three stages of the learning environment described in the chart, 
and give directions to choices about activities and methods selected to 
facilitate learning (Borton, 1970). 
81 
After considering the social climate, and the initial sequencing 
concerns, and thus creating the confirmation stage, the educator can 
then turn her/his concern to the contradiction stage in which content is 
introduced which may be new or challenging to the learners and the ways 
they have previously thought about heterosexism (Kegan, 1982). Intro¬ 
ducing contradictory content is the beginning of a critical phase of the 
learning experience, and must be done with conscious attention to com¬ 
pleteness and sequence. The format for introducing contradictions 
described here was refined by Weinstein and Bell in their soon to be 
published book on anti-oppression education. It has six basic parts 
that will be explained in the context of this heterosexism education 
model. They are: Organizer/Information, Activity, Processing, Dia¬ 
logue, Synthesis, and Transition. Each of these parts is interdependent 
on the others, and in order for the learning experience to be complete, 
all the parts must work together toward the whole. 
(1) Organizer/Information. An organizer is a framework, concept or 
idea which suggests a way of organizing and making sense of information 
for the learners. Some examples are a set of definitions of terms which 
establish a common language for discussion, a chart that lists myths and 
stereotypes and facts about lesbians and gay men, a diagrammatic model 
of the socialization process, or a cost/benefit inventory for hetero¬ 
sexuals and homosexuals. It may be as simple as naming a category of 
content (the rules for relating to people of the same gender) and asking 
learners to respond to it in a specific way. 
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(2) Activity. The structured encounter with the information iden¬ 
tified by the organizer, the "doing something," which engages the learn¬ 
er in a novel way in interaction with the content is the activity. In 
traditional learning designs, the information is presented to learners, 
and often, no structured contact with it follows. Central to AOE is the 
necessity to invite learners to encounter, and interact with the infor¬ 
mation which, in this stage of the learning experience, may be unfamil¬ 
iar. 
The activity can take many different forms, and the choice of form 
provides the educator with the opportunity to be creative and to apply a 
wide repertoire of procedures. Varying group structure, learning focus, 
and active/passive mode are some aspects that guide effective choices of 
activities. 
Group structure has to do with how the learners are grouped to 
undertake the activity and influences the learning focus and the 
active/passive mode of learning in several ways. Whole group or large 
group activities tend to be effective for focusing on public knowledge, 
giving common information to everyone, staying general in focus, dis¬ 
covering similarities, and keeping attention on one speaker at a time. 
They minimize the time that each learner can participate actively, do 
not insure equal participation for everyone, and allow learners to be 
relatively inactive. 
Whole or large group activities may be leader-directed lectures, 
demonstrations, guided memories, panels, or debates, where the attention 
of the whole group is focused on a central person, event, or piece of 
83 
content. Large group activities may invite group involvement, where the 
attention moves to whomever is speaking. Group involvement might take 
the form of activities such as voluntary questions and answers, word 
association, brainstorms, raised hand voting, or open discussion. 
Small group structure is effective for getting learners to share 
information and ideas with three or four others but not the whole group. 
It balances public and private knowledge, moderates the risk level of 
sharing, and gives each participant more time to speak than in a large 
group, although not as much as in discussions among two or three 
learners. This structure tends to support movement from the general 
toward the specific, and to generate moderate energy by engaging 
learners actively, while not spotlighting one or two people to the 
exclusion of others. Small groups invite comparisons of information 
and opinion in a group more intimate than the large group. These com¬ 
parisons can highlight diversity and similarity, thus creating a sense 
of safety to disagree with and to support others. The educator who 
wants to focus on dynamics of interaction among learners might choose 
small group structure for that activity since the numbers of partici¬ 
pants can be controlled. 
Some examples of small group activities are role playing, consensus 
seeking, problem solving, experience sharing, task accomplishment, 
brainstorming, group competitions, group on group observations (fishbowl 
activities), "buzz group" discussions, and other structured experiences. 
After any of these small group activities, reconvening in the large 
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group and either checking in or reporting on the process is encouraged 
so that the sense of whole group community is maintained. 
Asking the learners to form groups of two or three for an activity 
is also a possible group structure. This arrangement maximizes each 
person s time to speak, focuses on personal or private knowledge, moves 
toward the more specific, generates high involvement and energy, empha¬ 
sizes difference and individuality, pushes for participation in the 
task, and increases opportunity for self-disclosure and risk taking 
which may increase the trust level between the individuals in the dyads 
or triads. 
This structure is most effective for personal experience or reac¬ 
tion sharing, giving and receiving feedback, skill practice, personal 
problem solving or action planning, application of theory to personal 
experience, and building support networks. Again, returning to the 
large group following a dyad or triad activity to reestablish community 
is critical. 
Individually focused activities provide opportunities for learners 
to be introspective and ascribe personal meaning to the information 
presented. The educator may choose this structure when s/he wants 
learners to focus on intrapersonal knowledge and identify personal dif¬ 
ferences. Individual activities provide equal participation opportuni¬ 
ties for all learners, and do not include time for learners to speak at 
all except in reporting to the group following the activity. 
Activities that are individually focused include journal writing, 
personal inventories, questionnaires or assessments, personal memories, 
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reading assignments, and personal application of learnings and skills. 
Following an individual activity, some kind of reconnecting to the group 
is often necessary to help learners feel included again. 
Choosing the activity and the group structure needs to be a con¬ 
scious decision based on what the educator wants to accomplish and how 
it might best be accomplished given the specific learners in the group. 
Providing variety and novelty are also concerns of the educator at this 
stage of the learning experience, so that the encounter with the infor¬ 
mation/organizer is as rich and expansive as possible. Doing the acti¬ 
vity is not the only aspect of interaction with infomration, however. 
In all cases, "processing" the activity is a necessary part of the 
learning. 
(3) Processing. This terms means reflecting, reacting, and re¬ 
sponding to the activity just finished. Learners are invited to give 
meaning to the content, structure, and process they have just experi¬ 
enced. In small or large groups learners may be asked to offer in¬ 
sights, comments, and ideas to the large group. The educator usually 
poses questions which challenge the learner to examine and articulate 
her/his own perspectives, and to listen to and understand those of 
others in the group. Processing provides opportunity to name and begin 
to analyze some of the contradictions being introduced, and to begin the 
process of exploring and resolving them. 
(4) Dialogue. Often the processing of an activity will generate 
discussion, questions, confusion, reactions, and the formulation of 
different perspectives among the learners. This interaction time among 
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learners and educators can be used to clarify information, to facilitate 
the hearing of different views, and to interject alternative frames of 
reference. 
(5) Synthesis. Summarizing, tying together, and making connections 
between the information/organizer and the lives of the learner are the 
major concerns of the synthesis segment of each activity. It is some¬ 
times helpful to refer back to the broader context of experience and 
locate these particular learnings in relation to the agenda and goals of 
the learning experience. A synthesis might consist of either naming or 
asking learners to name "what we just did in relation to heterosexism." 
(6) Transition. The educator needs to direct the flow of the 
learning experience from the previous activity's focus to the next one 
while the interest, attention and energy level are still high and before 
resolution has occurred. The educational task here is to maintain a 
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level of tension and unresolved openness that will make the learners 
want more information or dialogue. 
Timing, pace, and flexibility become important factors in the edu¬ 
cator's art. How long to stay with a particular focus, when to begin 
transition, when to take a break, when to allow digression, and when to 
keep the group on task, when to drop or shorten an activity because of 
time constraints, and when to stop a particular segment all are critical 
questions that the educator must answer in the process of conducting the 
educational experience. Although there is no "right way" to make those 
decisions, checking in with the group, consulting with one's co¬ 
facilitator, and regularly asking oneself questions like. What are we 
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doing right now? Are we on task? How is the energy level? Is everyone 
attentive and involved? What signals can I read from the group about 
comfort, frustration, needs, etc.? How are we doing in relation to 
agenda and schedule?" can aid the educator in deciding about timing, 
pace and breaks. 
Weinstein and Bell's six steps in the format of the learning design 
can be repeated as many times as there are different infonnation/orga¬ 
nizers to be introduced in the contradiction stage, or an entire learn¬ 
ing experience can be built around a single information/organizer with 
varying numbers of activities following it. Each activity needs its own 
processing step, discussion, and synthesis to insure the fullest possi¬ 
ble exploration and elaboration of learnings (Weinstein and Bell, 1983). 
When the contradiction stage is completed, the educator must then 
concern her/himself with establishing the stage of continuity in which 
the learner is encouraged to identify any new ways s/he is thinking 
about heterosexism, begin to synthesize this new frame of reference and 
its implications, and reintegrate oneself by applying that frame of 
reference in the world (Kegan, 1982). The task of the educator is to 
help the learner define an ongoing, consistent, stable support system 
for her/himself, anticipate problems resulting from a shift in frame of 
reference, and begin to prepare to feel and act slightly differently. 
This stage is best accomplished by incorporating the sequence of 
activities suggested on the chart in order to help learners make the 
transition from an intensive learning experience in a closed environment 
to the real world which has been the object of their analysis. The 
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continuity/closure stage of the learning experience includes: summariz¬ 
ing learnings, identifying applications of learnings and next steps, 
encouraging ongoing exploration of heterosexism, evaluating the learning 
experience cognitively and emotionally, sharing feedback and affirma¬ 
tions with learners and educators, acknowledging the risks, changes, 
trust, and challenges that were shared, and the courage necessary for 
that to happen, providing additional resources, direction and/or assign¬ 
ments, suggesting actions, forming support groups, and saying goodbye. 
In summary designing the sequence of activities for the learning 
experience affords the educator many creative choices of how to reach 
the learning goals in the time allotted. The formats suggested above 
can assist her/him in anticipating, planning for, consciously consider¬ 
ing, and including a wide variety of learner needs and expectations, but 
the actual outcomes cannot be guaranteed because of the many possible 
variables. The educators themselves strongly influence not only the 
design choices, but also the processes and outcomes in the actual learn¬ 
ing experience. 
(4) "Differentiating the educators11. The fourth task in creating 
the educational environment involves gathering and considering informa¬ 
tion about the educators. Who are the educators, and what do they bring 
to this learning experience? Asking this question is the fourth task in 
creating the educational environment and the answers have a significant 
effect on shaping the learning experience. Since learning happens as a 
result of interaction between the learners and the environment, and 
since environment includes both the learners' past contact with people, 
89 
information, and experience, and the present learning environment, made 
up of people, information and experience, learning can be facilitated 
and stifled as a result of interaction with educators. 
"Differentiating" the educators entails asking a series of ques¬ 
tions about the educators who will lead an educational experience on 
heterosexism, and considering the answers to those questions in deci¬ 
sions about how the leadership roles will be shared. The key is not to 
find educators who are perfect in their answers, but rather to facili¬ 
tate the kind of in-depth introspection that allows the educators to 
have thought thoroughly about their own personal process of understand¬ 
ing and dealing with heterosexism on emotioal, intellectual, and behav¬ 
ioral levels. Asking these questions identifies explicitly some issues 
that may become important in the learning experience as the educator's 
personality or social identity influences how a particular piece of 
content is presented, how a hostile learner is dealt with, or how a 
leader style conflict is resolved. 
Several specific areas of questioning emerge as important to consi¬ 
der in differentiating the educators. Those areas are: (1) experience 
as a learner in heterosexism; (2) social identity in relation to hetero¬ 
sexism and developmental stage in that social identity (according to 
Oppression Identity Development Theory, Jackson and Hardiman, 1980), 
(3) personal qualities and characteristics; (4) areas of skill and 
knowledge; and (5) co-leader attitudes. 
1. Experience as a learner in heterosexism. Has the educator par¬ 
ticipated as a learner in some kind of consciousness raising, awareness 
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training, or informational training about lesbian and gay issues, 
oppression issues with mention of heterosexism, or heterosexism spe¬ 
cifically? Has the educator done adequate reading on her/his own? Has 
the educator experienced the actual sequence of learning activities that 
s/he is going to conduct with other learners in this educational experi¬ 
ence? 
Having a solid information and experience base from the perspective 
of a learner about heterosexism aids the educator in choosing activities 
that are effective, understanding what works well and why, and what 
doesn't, and predicting reactions of learners based on one's own re¬ 
sponses. 
In addition, it is imperative that educators have tried each of the 
activities that they are planning to conduct so that they are never 
asking learners to do something that they have not done themselves. 
Although it is not possible to know precisely how others will experience 
a particular activity, at least there will be less chance of major 
unanticipated responses. 
2. Social identity and developmental stage. The most important 
aspects of this area of differentiation have to do with having con¬ 
sciously thought about one's role in the issue of heterosexism, as 
dominant or subordinate, and where one stands in the process of making 
sense of that role in relation to others. Educators should have ex¬ 
plored and begun to understand intellectual and emotional responses and 
responsibilities in relation to heterosexism, and begun to resolve con¬ 
tradictions within themselves. Educators need to have achieved a sense 
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of positive self-identity and to be clear about the specific self- 
interest and motivation that move her/him to want to conduct hetero¬ 
sexism education. 
Persons who are newly beginning to explore their understanding of 
heterosexism and may still be unresolved about their own role in the 
phenomenon may not yet be ready to serve as educators. In addition, 
persons who are angry at the social system that perpetuates heterosexism 
and the people who represent that system may not be affective as educa¬ 
tors: they are less likely to accept naive or resistant learners. 
Their own anger might interfere with trust and safety within the group. 
Educators also need to be conscious of what triggers an emotional 
response in them that may draw them out of a facilitator role or cause 
them to lose objectivity. This is not to suggest that one who can be 
"triggered" should not be an educator on this content, but rather that 
by knowing what kinds of comments or subjects cause the reaction, an 
educator can predict, warn her/his co-leader, and plan strategies for 
dealing effectively with that occurrence, should it arise. 
3. Personal qualities and characteristics. Although it is not 
realistic to say that every educator must have all these characteris¬ 
tics, some qualities that seem to engender trust, openness, and effec¬ 
tive interaction can be identified. Desirable personal qualities 
include acceptance of self and others as they are, compassion, honesty, 
assertiveness, vulnerability, and a sense of humor. 
Humaneness and approachabi1ity rather than distance and objectivity 
are preferred modes of self presentation. The educators styles should 
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be enabling, not autocratic, and reflect non-critical, non-judgmental 
listening, and self-disclosing and informed expression. Patience, 
defined as the ability to listen to and facilitate an elemental struggle 
while holding a wider view of reality, is named specifically by AOE as a 
desirable educator quality. A certain degree of tolerance for tension, 
contradiction and conflict is also necessary to allow resistance to be 
voiced among the learners during the contradiction stage of the design. 
Philosophically, the educators should believe that people are 
basically good and want to interrupt the dehumanizing effects of hetero¬ 
sexism. They must also have hope that social change is possible; and 
that people can make a difference in the overall system. This quality 
is a basic premise on which learning anti-heterosexist behaviors is 
based, but this optimism must be balanced with realism so that the 
strategies introduced in the learning experience are applicable to the 
real world. 
4. Areas of skills and knowledge. Heterosexism educators need to 
possess content knowledge and the skills to apply that knowledge in 
areas like the following: lesbian and gay issues, oppression theory, 
developmental theory, group dynamics, and assertiveness. 
Since the first two stages of the workshop involve presenting 
information that creates an accurate picture of the heterosexist real¬ 
ity, knowledge of lesbian and gay issues is a content area in which the 
educators, regardless of their sexual orientation, must have done sig¬ 
nificant reading and research. Because of the invisibility of the issue 
and inaccurate information about it, even lesbians, gay men, and 
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bisexuals are likely to be limited in knowledge about some aspects of 
heterosexism. 
Oppression theory, whose framework includes the oppression of 
lesbians and gay men, is an integral part of the exploration of hetero¬ 
sexism as an issue of oppression. Educators should be able to compare 
and contrast heterosexism with other issues of oppression. This orien¬ 
tation is one of the significant differences between this educational 
approach and those described in Chapter I. 
Knowledge and skill in applying developmental theory are applicable 
in several ways. In predicting the learners' developmental stages for 
making design choices and matching of activities, the educator might use 
self-knowledge theory or oppression identity development theory. These 
theories are also useful in "reading" and interpreting learner re¬ 
sponses, during the educational experience. The educator also needs to 
consider her/his own developmental level in assessing motivation and 
self-interest for teaching about heterosexism as described earlier. 
The dynamics of group behavior will be a critical area for educa¬ 
tors since so much of the heterosexism design involves group interac¬ 
tion. Being able to identify non-verbal cues, watch for patterns and 
roles in group interactions among learners, draw in shy participants and 
gently restrain overactive ones, facilitate discussion direction, calm 
or stimulate the emotional level of interaction, and assess what the 
group needs at a particular time are only a few of the group skills that 
can be very valuable to educators in this setting. 
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As group leaders, the educators can benefit from having assertive¬ 
ness skill as part of their repertoire. Since it is expected that high 
emotion will be generated in the course of the learning experience, and 
effective managing of the interactions of a potentially large number of 
people is critical to maintaining the trust levels desired, educators 
should prepare in this area and discuss how to share those management 
res ponsibi1ities. 
5. Co-leader attitudes. Preparing for a co-leading role is dif¬ 
ferent from planning a learning experience alone. This project's 
approach to heterosexism education requires a team of at least two co¬ 
leaders because of the potential for emotional involvement in the con¬ 
tent and the desirability of having both dominant and subordinate social 
groups represented in the teaching team. 
Educators need to talk about the following areas ahead of time: 
the co-leader roles, their styles and patterns of behavior as leaders, 
their experiences, their social identities, their developmental levels, 
their personal qualities and characteristics, their areas of skill and 
knowledge, the issues that are likely to "trigger" them, and anything 
else that might influence how they work together. 
Areas to focus on include how to give mutual support, how to re¬ 
lieve each other if one is drawn into an emotional interaction, how to 
share responsibility for the social climate, how to share responsibility 
for the didactic aspects of the presentation, how to model a relation¬ 
ship that demonstrates alliance between dominants and subordinates in 
heterosexism, how to share the responsibility for interrupting 
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heterosexist incidents in the learning experience, how to model domi¬ 
nants teaching about the oppression instead of the pattern of subordi¬ 
nates teaching dominants, how to empower both groups by the teaching 
process, and how to match the educator to the group or individual 
learner as much as is possible (by gender, race, or sexual orientation 
if known) to increase the likelihood of the educator being heard by the 
learners. 
Differentiating the educators is the fourth and final step in 
creating the educational environment for heterosexism education. In 
summary, the choices about the educational environment included: 
(1) choosing the specific content to be taught, (2) shaping the social 
climate, (3) desining the sequence of learning activities including 
methods and procedures, and (4) differentiating the educators. 
These four areas of choice were influenced by the previous two 
steps for the application of the theoretical model to heterosexism 
education. The three steps are: (I) deciding on the general goals of 
the heterosexism education project, (II) using theory and tools to as¬ 
sess the characteristics of the learner population, and (III) making 
choices about the educational environment based on the goals and the 
learner assessment. 
Chapter II has described the development of a theoretical model for 
heterosexism education by (a) identifying the distinctive needs that 
arise because of the nature of heterosexism as content, (b) introducing 
the conceptual framework and the pedagogical approach which inform this 
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project, AOE, 
tional design 
in which this 
and (c) discussing the application of AOE to the educa- 
process. In Chapter III, two actual learning experiences 
model has been applied will be outlined and explained. 
CHAPTER III 
APPLICATION OF THE THEORETICAL MODEL 
TO TWO WORKSHOP DESIGNS 
Introduction 
This chapter describes the application of the theoretical design 
principles described in the previous chapters to two workshops that were 
run as one-credit two day courses at the University of Massachusetts in 
the fall of 1983 and the spring of 1985. The chapter is divided into 
two major sections, the first of which elaborates on the desining and 
conducting of the fall 1983 workshop (workshop one), and the second of 
which focuses on the spring 1985 workshop (workshop two". 
Each of those sections is broken down into sub-sections correspond¬ 
ing to the sequence of steps in the design process, i.e., goals, learner 
assessment, description of the educators in each case, the designs 
(learning environment choices), first in outline form then in detail, 
and a brief narrative of the process of conducting each workshop. 
Both of these workshops were offered as one of a series of one- 
credit workshops taught each semester through the School of Education as 
part of a social issues training project. The other social issues in 
the workshop series are racism, sexism, anti-Semitism, ableism, and 
classism, all of which are addressed from the perspective of the anti¬ 
oppression education premises discussed in previous chapters. 
The time available for both of the workshops was 9:00 a.m. to 5:00 
p.m. on two consecutive days, Saturday and Sunday, with an hour for 
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lunch and two fifteen minute breaks, so that the actual learning time 
was about six and one-half hours each day or thirteen hours total. 
Heterosexism was included in the workshop series for the first time 
in the fall of 1983, so that workshop one was, in many ways, a first 
attempt at applying AOE to lesbian and gay oppression. The following 
sections discuss workshop one. 
Workshop One 
Goals 
The educator-focused goals for designing workshop one were the gen¬ 
eral goals of heterosexism education as described in Chapter II: 
(1) To help each learner articulate and consciously examine 
her/his current understanding of heterosexism as an issue of oppression. 
(2) To engage and broaden each learner's scope of awareness and 
knowledge by examining personal and social manifestations of hetero¬ 
sexism from learner's experience. 
(3) To introduce information which may contradict the traditional 
misinformation about heterosexism, and which may stimulate confrontation 
and discussion among learners attempting to understand the phenomenon. 
(4) To provide opportunities for the resolution of these contradic¬ 
tions at more adequate levels of meaning and action than were previously 
available to learners. 
(5) To promote increased ability to see the perspectives of others 
and to act with more options based on those perspectives. 
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(6) To help each learner connect her/his awareness with action in a 
way that is relevant to her/his own developmental growth and to social 
change in her/his environment. 
These goals would be basically the same regardless of the learner 
population, but when combined with information about the learners, they 
provide guidance in all the aspects of designing an effective workshop: 
choosing content, shaping the emotional climate, structuring and se¬ 
quencing the activities, and deciding on educator roles. The outline 
and narrative of the workshop design section identifies how and by which 
activities each of these goals was addressed. 
The 1 earner-focused agenda goals which were posted and discussed 
with learners at the beginning of the workshop were: 
(1) To discuss what heterosexism is and explore how it has affected our 
lives 
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(2) To examine the social manifestations of heterosexism in relation to 
other oppressions in our culture 
(3) To identify the costs of heterosexism to heterosexuals 
(4) To discover and plan ways to interrupt heterosexism in our own 
lives and environment 
These goals were meant to tell the learners what to expect in the course 
of the workshop and to serve as an agenda for the two days. 
With the educator-focused goals directing the design process, and 
the learner-focused goals shaping expectations for the learners, the 
next area to be differentiated was the learners. 
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Learners 
This section describes the anticipated learner population based on 
information available or predicted before the workshop. The actual 
learners who attended and participated in the workshop will be described 
in the section on conducting the workshop. 
The guides for assessing the learners' characteristics were the 
questions described in Chapter II: (a) Who are the learners? (b) What 
have they experienced that relates to heterosexism? (c) How have they 
made sense of that experience? and (d) What are their assumptions, ex¬ 
pectations, and resistances for this learning experience? The primary 
development theory used to inform predictions about learner conscious¬ 
ness on heterosexism was the Jackson/Hardiman Oppression/Liberation 
Development Theory whose stages were presented in detail in Chapter II. 
(a) Who are the learners? The prediction, based on past semesters' 
rosters from other social issues workshops, was that the learner popula¬ 
tion will consist of around 70 percent university undergraduate students 
(ages 18 to 23, approximately) with majors in human services, education, 
psychology, or communication studies; around 25 percent graduate stu¬ 
dents (ages 23 to 40, approximately) with similar majors; and around 5 
percent continuing education students who may be community people, older 
students, or individuals with more diverse interests or occupations. 
Predictions from past social issues workshops also suggested that 
occupations of those who are not full time students tended to be in the 
helping professions: teaching, agency work, personnel, nursing, clerk¬ 
ing, office reception, and therapy. This information was gathered 
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in past workshops during the initial introductions, and the patterns 
mentioned above seemed consistent enough to influence this workshop's 
predictions. 
It was not possible to estimate the numbers of people of different 
sexual orientations in the group since no one is asked to disclose that 
information unless s/he chooses to do so. Literature suggests that up 
to 15 percent of the general population may be gay or lesbian, so one 
might guess that the learner group reflects that statistic. 
Many of the participants in past social issues workshops have 
stated that their motivation to attend was a desire to expand their own 
understandings and responses to difference based on the particular 
social characteristic that the workshop addressed (race, gender, reli¬ 
gion, physical ability), and to help them relate to others better in 
their occupational settings, and in the world. Some of those same 
motivations seemed predictable in the case of heterosexism. The invisi¬ 
bility of the issue, the dearth of opportunities to talk about it, and 
general curiosity seemed to be logical additions to that list of motiva¬ 
tion. 
In terms of social group memberships of the learners, the predic¬ 
tion was that the group would reflect the community in general, the 
university population, and the human service majors and occupations in 
particular: white, able-bodied, female, middle class, gentile, and 
heterosexual. The anticipated exceptions in the case of this workshop 
were that: (1) some heterosexual people would exclude themselves be¬ 
cause of the stigma of the topic; (2) some lesbian, gay and bisexual 
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people would exclude themselves because of fear of self-disclosure; 
(3) some heterosexuals would make a point to come to critique the 
approach and possibly display their homophobia; (4) some lesbians, gay 
men, and bisexuals would come to support the idea, have their say, or 
get some technical skills to aid them in their struggle; (5) some 
people's decision to come would have nothing to do with the topic of the 
workshop, they may not know what the word "heterosexism" means and/or 
may just need the university credit. 
Each of these exceptions might require a very different approach in 
the educational design to create a safe climate, accept each learner at 
her/his current level of understanding, and be clear to everyone about 
the assumptions on which the workshop is based. 
(b) What have the learners experienced that relates to heterosex¬ 
ism? The answers to this question were difficult to predict since 
people's personal experiences, first awarenesses of sexual orientation, 
exposure to lesbian, gay or bisexual people, and socialization vary so 
widely. The only thing that seemed predictable was that there would be 
a broad scope of experiences ranging from very personal (self, family 
member, best friend who is gay or lesbian) to no conscious experience at 
all. (Statistics suggest that the latter is less common, and the educa¬ 
tor needs to establish an explicitly accepting climate for all ranges of 
experience. That may mean naming the possible differences in experience 
at the very beginning of the workshop, providing ample safe opportunity 
for learners to think and talk about their experience with heterosexism. 
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and asking questions that solicit responses and discussion on a wide 
range of experience levels.) 
The most important aspect of this prediction was to solicit and use 
this private knowledge which is critical to the exploration of the 
learners' current understanding of heterosexism (goal one). This ques¬ 
tion and the next formed the basis for many of the decisions about con¬ 
tent and methodology in the steps to come. In summary, the suggestions 
for predicting about this question were: to expect a broad range of 
experience, to solicit it as viable content, and to use it throughout 
the workshop to help learners make personal connections. 
(c) How have the learners made sense of their experiences? What 
developmental world view of heterosexism do they bring to this workshop? 
In past social issues workshops, it seemed that the large majority of 
the learners were in at least stage three (resistance stage, Jackson and 
Hardiman, Oppression/Liberation Development Theory (1980)) since they 
chose to enroll in the course to increase their own awareness and effec¬ 
tiveness. Some were in stage four (redefinition), and perhaps a few who 
wanted to oppose the educational approach were in the exit level of 
stage two (acceptance) where they begin to question the dominant ideol¬ 
ogy. 
In the discussion of heterosexism, invisibility, stigma, and homo¬ 
phobia may limit the development of social consciousness even more than 
other forms of oppression, so that one may expect more learners to be in 
stage two (acceptance), and fewer to be in stage four (redefinition). 
It is important to remember that lack of information and exposure keeps 
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people limited, and the educational task of the workshop is to accept 
learners where they are and nudge them gently in the direction of 
growth. Again, the range of developmental levels may be great, and the 
educator must be sure to include activities and processing questions for 
people in all the possible stages. 
(d) What are the learner's assumptions of expectations for, and 
resistances to these learning experiences? How many of the learners 
have attended earlier workshops in the social issues series? To what 
extent are they familiar with a workshop format? Are they attending 
voluntarily? What do they expect will happen in the workshop? 
Although this workshop is the first heterosexism workshop to be 
part of the social issues project, more than half of the learners who 
preregistered for the workshop had either been in previous social issues 
workshops or knew of the project and were familiar with the approach, 
the format or the educators' styles of leading workshops. For the other 
half, it was was difficult to know before the workshop what expectations 
they had. 
All learners attended voluntarily. Even though some education 
majors were required for another class to attend three of the (then) 
five social issues workshops, they could still select the three they 
wanted to attend. That degree of voluntariness suggests at least a 
minimal level of openness to confronting frightening or unfamiliar 
material. 
A certain degree of resistance or fear would be expected in dealing 
with heterosexism in a homophobic culture. Even though the educator 
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could not know ahead of time what the specific resistances and fears 
would be, s/he could plan for a wide range of Dotential learning blocks. 
It is important to invite learners to identify their resistances, 
talk about them with others, and hear them accepted as part of the con¬ 
firmation stage of the workshop. It is also important to realize that 
some resistances are subconscious and learners may not be able to talk 
about them, and others may have to do with social group memberships and 
learners may choose not to share them at all or not until the trust 
level is perceived to be high enough. 
All of these learner assessment questions could not be answered be¬ 
fore the workshop, but thinking about them, using any information that 
was available, predicting where possible, and then consciously designing 
with those predictions in mind helped the design match the learners as 
much as possible. Contingency plans and flexibility in style and design 
were also necessary ingredients for an effective workshop. 
In workshop one, the educators considered some "what if" situations 
and decided how they might adapt if those situations occurred. They 
were, "what if" a large majority of the group is in acceptance stage 
(stage two), and "what if" no one wants to talk, they only want the 
educators to give them information. 
In the first situation, educators decided to focus on more exten¬ 
sive elaboration of current understandings, and the introduction of 
contradiction to stimulate dissonance and confusion which hopefully 
would lead to discussion and questioning. The simple goal would be to 
help the learners see that there is such a thing as heterosexism and 
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that it is a harmful and limiting phenomenon for everyone, including 
them. That strategy would mean letting go of more advanced goals like 
building alliances and identifying strategies for interrupting hetero¬ 
sexism. 
In the second situation where no one wants to talk, some structural 
and methodological strategies were planned. They include making the 
activities low risk by asking learners to talk to only one other person, 
not asking for a report to the whole group, starting with more general 
or external topics for discussion and moving toward the personal, 
modeling the level of self-disclosure the educators wanted, giving many 
examples of the kinds of things learners might be saying or thinking 
(making sure that the examples represent a wide range of risk and exper¬ 
iences, and that they are all acceptable), and checking in with the 
group to find out what they might need to have happen to feel more 
comfortable talking. 
Preparing contingency activities and anticipating the need to let 
go of the design and go with the direction of the group to a certain 
degree were both ways of considering the learners in preparation for the 
design phase of heterosexism education. The following section describes 
the educators who designed and conducted workshop one. 
Educators 
The educators for workshop one were a white heterosexual nan and a 
white lesbian woman, both of whom have particpated as learners in the 
preparation practicum for graduate students teaching social issues work¬ 
shops which included segments focusing on heterosexism and homophobia. 
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(Hereafter, the D educator," for dominant, will be used to refer to the 
heterosexual educator, and "the S educator," for subordinate, will be 
used for the lesbian educator.) 
The D educator was widely read on lesbian and gay issues and 
heterosexism, and had done workshops on other forms of oppression using 
similar formats to this one. His social identity as a heterosexual man 
made him an excellent role model as an oppressor who has found it to be 
in his own self interest to combat heterosexism. Literature indicates 
that men often show higher degrees of homophobia than women, probably 
due to the threat to the patriarchal structure that both male and female 
homosexuality pose. For that reason, having a heterosexual educator who 
is also a man created some dissonance for learners from the very begin¬ 
ning. 
This D educator located himself "probably in stage 4 (redefinition) 
and stage five (internalization) of the OLDT (Jackson and Hardiman, 
1980) with some leftover resistance hanging around, as well." His 
awareness level is high, and he works toward being a liberated hetero¬ 
sexual man and demonstrating his alliance to lesbians and gay men. He 
is able to identify the issues in heterosexism education about which he 
needs to do more work, and the issues that trigger a strong emotional 
response. 
His personal qualities include a gentle, easygoing manner, a sense 
of self-acceptance and humility, approachabi1ity, good listening skills, 
patience, tolerance for tension, a leisurely pace, a democratic leader¬ 
ship style, optimism, and dedication to social change on personal and 
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institutional levels. He lives by his philosophies of basic human good¬ 
ness and the inherent power of people to change their lives. 
His strongest areas of content expertise are oppression theory, de¬ 
velopmental theory, and group dynamics, with an increasing expertise in 
gay and lesbian issues. He has a particular ability to attend to the 
reactions of the group and draw out perspectives previously unspoken. 
He can make valuable comparisons and contrasts to other forms of oppres¬ 
sion, and can interpret learners' responses, questions, and behaviors in 
terms of developmental stage theory so that a more effective match of 
teaching style to learner needs is possible. He has worked as a trainer 
in other forms of oppression, a teacher, a consultant to groups on 
organizational issues, and a coordinator of training for a variety of 
content areas. 
His skill areas that can benefit from balance with a co-leader are 
general experience in leading workshops (redesigning on the spot to 
match emerging learner needs, dealing with questions and comments that 
are off the subject), and depth of content knowledge. These areas 
balanced nicely between the two co-leaders. 
The D educator's personal style makes him an easy person to co-lead 
with in that he is flexible, cooperative, competent, accurate and arti¬ 
culate in his self-assessment, and self-assured in front of the group. 
He provides support to his co-leader, and asks for feedback on his own 
style. His ability to avoid defensiveness, even when the group chal¬ 
lenges, has a calming effect on the challengers. His characteristics 
formed a good complement to the S educator s characteristics. 
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The S educator is widely read on gay and lesbian issues and educa¬ 
tion on heterosexism. As a lesbian woman studying anti-oppression 
education and conducting this project, her interest is both personally 
and professionally motivated. She has attended several other workshops 
and trainings on gay and lesbian issues, homophobia, and gay awareness, 
and has facilitated some as well. 
Her stronger background is in lesbian issues rather than gay male 
issues, and she is comfortable acknowledging ignorance when appropriate. 
Along with the D educator, she has "walked through" the activities in 
this workshop design to eliminate any confusing or unclear areas. 
The S educator describes herself as being mostly in the entry level 
of stage five (internalization) with flashbacks into stage four (redefi¬ 
nition), and stage three (resistance). This means that her efforts to 
integrate more adequate consciousness into daily living often mean 
needing to look back and refine her redefinition. She possesses a posi¬ 
tive self-identity, and chooses to educate with a motivation of caring 
for herself and others, including heterosexuals with low consciousness. 
Having lived with her own oppression as a lesbian, she is conscious of 
many of the facets of heterosexism on personal, institutional, and 
cultural levels. 
She has thought carefully about her own emotional response triggers 
which cause her to lose objectivity, and how to recognize them and work 
effectively with the D educator to manage those times in the group. The 
most common of these areas are related to aspects of the gay or lesbian 
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culture which she does not approve of herself (aspects like anonymous 
sexual activity, sadism and masochism, man-boy love). 
Her personal qualities include enthusiasm and high energy, ability 
to take the perspective of others, sense of humor, approachability, 
democratic leadership style, articulateness, and optimism. Patience, 
pacing, and tolerance for conflict and tension are areas that require 
balance from her co-leader. In addition, sometimes having too much 
information to share interferes with her ability to match the learners' 
capacity to take it in. 
She is committed to the philosophical belief that people do not 
want to participate in heterosexism, and that people can make a differ¬ 
ence in the system, no matter how small their effort. This belief fuels 
her optimism and her realism in the educational setting. 
The S educator's strongest areas of skill and knowledge are in les¬ 
bian and gay issues, heterosexism and oppression literature, group 
dynamics, and assertiveness. She has spent extensive time studying and 
facilitating social issues training on other forms of oppression before 
focusing on heterosexism, and has worked with groups in a variety of 
other capacities as well (consultant, organizational development spe¬ 
cialist, and leadership trainer). 
In her relationship to a co-leader, she is flexible, yet self- 
assured, conscious of balance and cooperation, and willing to talk, 
negotiate, disclose and take personal risks both in the preparation 
phase and during the learning experience. She is task oriented in the 
conducting phase, but gives needed emotional support to her co-leader. 
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She offers positive personal feedback, often needs to be asked for 
negative personal feedback, but can process and analyze the design in 
critical ways effectively. 
All of these educator characteristics shaped the design choices and 
the styles of presentation in the learning experience. The design is 
meant as a model for other educators to use, and adapt to their own 
characteristics and styles. 
Design of Workshop One - Outline 
The following outline for workshop one was the result of choices 
made by the educators about how to create the educational environment 
most conducive to meeting the stated goals for the anticipated learners. 
This outline reflects choices about content, social climate, and learn¬ 
ing activities in outline form only. The section following the outline 
will elaborate on each of the segments of the design in narrative form. 
Heterosexism Workshop - Saturday, 9:00-5:00 
Physical setup of room: 
- Music by lesbian and gay artists playing in the background 
- Posters, articles, announcements on lesbian and gay issues posted 
- Books, pamphlets, and bibliographic material on display table 
- Sign-in sheet and name tags on greeting table 
- Chairs arranged in single large circle with opening for entering 
and opening where chalkboard and newsprint are visible 
- Coffee, tea, decaffeinated coffee on table in entry area 
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9:00 - Sign-in, settle in, get coffee, make name tags, mill and find 
seats 
9:15 - Welcome, name workshop and explain title, ask who has taken 
other workshops in social issues series 
Educators introduce selves and sexual orientations 
- Explain dissertation project, consent forms 
Introduce process observers, acknowledge other assistance 
9:30 - Sentence completion cards - Anonymous - Learner introductions, 
hopes, fears, questions, expectations 
10:00 - Goals, agenda, assumption that problem = heterosexism 
- Guidelines for interaction, journal sheet assignment 
- Housekeeping - bathroom, breaks, food and drink, promptness 
10:10 - Concentric circle activity - paired questions - motivation for 
coming, focus thinking on topic, large group report, process 
10:40 - Word association - "homosexual," "lesbian" - process 
11:00 - Break 
11:15 - Definitions - lecture, clarifications, questions, additions 
11:30 - Guided memory - individual 
- Same sex rules list - homogeneous gender groups 
- Report out, process 
12:45 - Poem, read by educator 
12:15 - Lunch (one hour) 
2:00 - Informal check-in 
2:15 - Myths about gay men and lesbians - game show format, small 
groups, resource sheet, presentations, discussions, auestions 
3:15 - Similarities and Uniqueness lecture - comparison to other 
forms of oppression, reactions, questions, discussion 
3:35 - Break 
3:50 - Song - from tape 
3:55 - Homophobic experience recall - individual, notes in journal, 
large group report, process 
- Closure - assignment for Sunday - Heterosexual questionnaire 4:55 
113 
Heterosexism Workshop - Sunday, 9:00 to 5:00 
- Same room set-up, music in background 
9:00 - 
9:30 
10:40 
10:55 
12:20 
12:25 
12:30 
1 :30 
2:00 
2:15 
2:40 
2:55 
4:00 
Check-in - name tags, leftovers from Saturday, discussion 
Poem - read by educator 
Review Sunday's agenda 
Process homework - questionnaire 
Reverse world - guided imagery - individual 
Break 
Film - "Pink Triangles" 
Processing, questions 
Poem - read by educator 
Button assignment - wear a gay or lesbian button to lunch 
Lunch (one hour) 
Process button assignment 
Levels of heterosexism - lexture, examples from group 
Action continuum - lecture, individual activity 
Break 
Ally sentence stems - go around group once, then random option 
Review workshop 
Evaluations 
4:40 - Assignment - paper 
- Closure 
- Appreciations 
- Reading 
- Music in background 
The design outline is presented here as it was planned by the team 
of educators who then conducted it. The following section describes 
each part of the design in more detail. 
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Design of Workshop One - Detailed Description 
This section describes each of the design segments in workshop one; 
the content/purpose, the group structure and methodology, the timing, 
the educator who conducts it, and the goal(s) it addresses. It is writ¬ 
ten in present tense to indicate the intention of the workshop plan. 
Any materials for activities, the actual content of lectures, and hand¬ 
outs are contained in the appendix. 
Heterosexism Workshop - Saturday, 9:00 to 5:00 
Room Arrangement 
The music by gay and lesbian artists playing in the background, 
posters, articles, announcements, and book display are to set mood and 
begin to expose learners to gay and lesbian culture with which they may 
be unfamiliar. Throughout the workshop, at breaks, lunches, and at the 
beginning and ends of days, music, posters, books, articles, and an¬ 
nouncements are available to learners as supplements to the content and 
process of the workshop. 
A sign-in sheet and name tags are on the registration table so that 
as learners arrive, they can add their names and university status to 
the list and make name tags for themselves to aid in the introduction 
phase of the first morning. Hot beverages and/or juice are also avail¬ 
able for checkin, breaks, and lunch time. The purpose of these refresh¬ 
ments is to begin to create a sense of comfort and hominess in the meet¬ 
ing place. 
The chairs are arranged in a circle including an area for newsprint 
to hang on the wall or an easel so that everyone can see everyone else's 
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face, including educators. A circle includes everyone, and puts every¬ 
one at equal distance from each other, thus creating a structure that 
invites participation and interaction among learners and educators 
rather than just between learners and educators. 
All equipment to be used in the first segment of the workshop is 
set up and checked out before the actual workshop begins so that no time 
from the design is needed to accomplish that task. Breaks and lunch 
times can also be used for equipment set-up for later segments. 
The educators greet people as they arrive, engage in light conver¬ 
sation, and informally make contact with and orient the learners so that 
they feel at home in the educational setting as soon as possible. All 
of these pre-workshop considerations help to create a climate of com¬ 
fort, trust, and readiness which continues to be formally addressed in 
the design as wel1. 
Design Outline 
9:00 - The first fifteen minutes of the workshop are set aside for 
signing-in, making name tags, getting a beverage, milling, and finding a 
seat. Latecomers are greeted and welcomed, and any last minute prepara¬ 
tion takes place. This block of time should not exceed fifteen minutes 
in order to get the norm that workshop sessions will start promptly, and 
learners are responsible to convene on time. 
9:15 - Welcome and opening comments - The S educator begins by 
naming the workshop and explaining the meaning of "heterosexism," both 
as a term to be defined and as the problem to be addressed by the work¬ 
shop (the oppression of lesbians, gay men, and bisexuals rather than 
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homosexuality, itself). This explanation makes clear the perspective 
that the educators are taking but does not require learners to do 
extensive critical thinking about the perspective yet. 
In order to determine which of the learners have been exposed to 
education on issues of oppression, the S educator asks the learners who 
have attended other workshops in this social issues series to raise 
their hands and name which ones. Then she asks anyone who has attended 
other learning experiences focusing on some form of oppression to raise 
their hands and to name their experiences. People who have done read¬ 
ing, or other forms of self education on oppression issues, especially 
heterosexism, are asked to identify themselves, as well. The S educator 
makes sure to welcome and affirm those people for whom this is their 
first workshop and who are new to the idea of education for conscious¬ 
ness raising so that everyone in the group has been recognized for 
something. This information will give the educators some information on 
the experience levels of the learners. 
Both educators introduce themselves, their sexual orientations, 
other relevant social group memberships, and what their personal motiva¬ 
tions are for facilitating this workshop. This segment points out that 
the educator team is made up of a dominant/subordinate team, and models 
the kinds of self interest that each may have in wanting to counteract 
heterosexism. It allows the D educator's voice to be heard early in the 
workshop, even though the S educator is facilitating this segment. 
The S educator then describes how this workshop is intended to be 
part of her dissertation project, explains the project, invites 
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questions, asks learners who will agree to participate to sign consent 
forms, and introduces the process observers who are seated outside the 
circle. She also acknowledges the assistance of members of the group 
who helped in setting up the room, beverages, and displays. 
9:30 - Sentence completion cards - The D educator hands out blank 
cards and instructs the learners to write on one side something they 
want to learn in this workshop, something they hope will happen, or a 
question they want answered. On the other side they are asked to write 
something they hope will not happen or something that scares them about 
this workshop. He tells them that their responses will remain anony¬ 
mous, but they will be shared with the whole group. 
He collects the cards, and then invites each learner to choose a 
card out of the collection to read. After everyone has a different 
card, he asks someone to start by saying her/his own name, and reading 
the card s/he has chosen. If anyone wants to add a personal hope or 
fear orally in her/his introduction, s/he may. Each person around the 
circle does the same until everyone has had a turn. 
This activity solicits expectations, potential resistances, and 
allows for some informal preliminary assessment of identity developmen¬ 
tal levels in relation to sexual orientation without being high risk. 
It requires individual thinking, and allows each person to talk in the 
large group about a concrete task, saying her/his own name and reading 
someone else's card. It also identifies content areas that are of par¬ 
ticular interest to learners, and areas that engender discomfort. 
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When the D educator addresses these responses, he takes care to 
validate every contribution, identify the areas that will be covered in 
the workshop, and acknowledge the overwhelming power of the socializa¬ 
tion that prevents most of us from knowing much about heterosexism and 
teaches most of us negative and frightening messages about what it means 
to be lesbian, gay, or bisexual in this culture. It is important to say 
that almost everything that is written on all the cards is common and 
normal for people to be concerned about since we have so few opportuni¬ 
ties to question or exchange ideas on this subject. Exceptions would be 
violent or very hostile comments that might indicate that a learner is 
not appropriate to the group, based on the previously stated assump¬ 
tions. Comments of this kind would need to be dealt with in a different 
way to avoid disrupting the group. 
The purpose of this validation of all responses is to legitimize 
the current perspectives of the learners and to begin to establish the 
climate of acceptance and trust that will permit developmental change to 
occur. This first activity addresses goal one, to help learners articu¬ 
late their current understanding of heterosexism, while it provides 
valuable assessment of the learners. 
10:00 - Goals, agenda, assumptions, guidelines, housekeeping 
issues - The D educator continues in a large group lecture format to 
present the workshop goals (as previously described), the first day's 
agenda in brief outline form, the assumptions that guide the workshop's 
approach to the problem, i.e. , defining the problem as heterosexism, the 
guidelines for discussion, and the housekeeping announcements. 
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Discussion guidelines are that all participants, learners and 
educators are asked to: (a) speak only from their own personal experi¬ 
ence, using I feel, I believe, I think, rather than making any generali¬ 
zations about whole groups of people; (b) practice non-judgmental 
listening skills, letting everyone finish their thoughts, not putting 
anyone else down for what they say, disagreeing respectfully; (c) main¬ 
tain confidentiality of anything personal shared in the context of the 
workshop; (d) participate to the fullest extent that is comfortable, ask 
questions that arise, express reactions, challenge respectfully, and 
support one another's risk taking; and (e) exercise the "right to pass" 
on any activity that is uncomfortable. 
After presenting and discussing each of these areas, the D educator 
invites questions and comments and offers transition into the first 
participatory activity. 
10:10 - Concentric circle activity - This activity is structured as 
a series of paired discussions on personally focused questions sequenced 
from lower to higher risk, general to specific content, and simple to 
more complex analysis. The S educator instructs the group to count off 
by twos with the number ones in a circle facing outward and the number 
twos in an outer circle facing someone in the inner circle. She gives 
the directions that each person will have two minutes to respond to a 
question while the other is a good listener, and that she will tell them 
when to switch speakers and the second person will answer the same 
question. Only one question is stated at a time. After both have had a 
turn, the outer circle will rotate to form new pairs, and the second 
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question is announced, then the third, and the fourth thus giving each 
person a chance to meet four new people, to begin to focus her/his 
thinking, and to express her/himself in a relatively low risk structure, 
to only one other person at a time. The educator who is not leading the 
activity may participate if there is an odd number of learners. 
The four questions are: (1) What prompted you to come to this 
workshop? (2) What is the first time you remember hearing the words 
"gay," "lesbian," "homosexual," "faggot," "queer," or some version 
thereof, and knowing what they meant? (3) What shaped your impressions 
about this subject (people, messages, media, experience)? (4) How would 
you finish this sentence: "Being lesbian or gay in this culture means 
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After all four questions have been answered by everyone, the S edu¬ 
cator invites learners to return to their seats in the circle and to 
voluntarily call out to the whole group any responses to question four 
that they are willing to share. Following the collection of those 
responses, the S educator asks an open-ended processing question like 
"What was that like for you to do?" She recognizes those who want to 
respond to that question, draws out others, and gives more specific cue 
questions to get learners talking to each other about their responses to 
the activity. Those cue questions might be "Which question was hardest 
for you to answer?" "Did you identify with anything that any of your 
partners said?" "What was interesting to note about your discussions?" 
Regardless of the content of the responses to these questions, each 
learner's contribution must be affirmed by the S educator to continue to 
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create an open climate for discussion and in order to solicit even more 
assessment information about the learners. This activity also addresses 
goals one and two in that it again asks the learners to articulate their 
positions, known information, opinions, and experiences. 
10:40 - Word association - This large group voluntary activity is 
introduced by the D educator by writing the word "homosexual" on the 
board or newsprint and asking the learners to call out whatever comes to 
their minds when they think of that word. He also asks them not to make 
any judgments about what others say and he writes down everything that 
is said with no changes or exclusions. After twenty or thirty responses 
are gathered, he writes "lesbian" and the same process is repeated. 
When both lists are completed, he invites the learners to reflect on the 
two lists and comment on what they notice in response to several pro¬ 
cessing questions about similarities and differences between the lists, 
patterns, and values reflected. 
The D educator initially solicits their responses without ascribing 
any meaning or asking for any analysis of those responses. After every¬ 
one who wants to has had opportunity to comment, the educator asks 
learners to think about whether anything on the lists has any direct 
connection to an experience, a message, or a lesson from their past. 
People who identify these connections are invited to share them in the 
group. 
This activity continues the phase of articulation and confirmation 
of learners' present ways of understanding heterosexism. So far, no new 
or contradictory information has been introduced, only private knowledge 
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that, although perhaps previously unattended to, has shaped the world 
views of the learners. 
11:00 - Break. 
11:15 - Definitions - The S educator begins by posting a list of 
terms and definitions and explaining that these are working definitions 
which are intended to give us a common language for the duration of the 
workshop, and not necessarily the only ways or the best ways of defining 
the terms. These meanings are the ones intended by the educators when 
they use the terms and they reflect the theories and assumptions on 
which the workshop is based. 
After the terms and definitions (see Appendix) have been presented 
in lecture form, learners are invited to ask for clarification, add 
additional terms that need defining, and challenge or elaborate on 
meanings before agreement on these meanings is reached. 
This segment of the design begins to introduce content which may be 
new to the learners (public knowledge). The learners will need to 
interact with this content and their current world views will influence 
how they respond. Definitions are relatively low risk content but may 
still contain information which is different from their current ways of 
understanding heterosexism and therefore they can serve as an appropri¬ 
ate beginning of the contradiction phase of the workshop. Definitions 
begin to address goals two and three, identifying manifestations of 
heterosexism, and introducing new information. 
11:30 - Guided memory/same sex rules list - The D educator intro¬ 
duces the idea that many of us probably do not realize the ways that 
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heterosexism and homophobia have touched our lives, and in an effort to 
explore that idea, he asks learners to participate in reliving in their 
thoughts a memory from their childhood which he will focus with a few 
cues. For people who have not experienced a guided memory activity 
before, he mentions that each person has complete control over what they 
think about and the cues are only to help keep the thoughts somewhat 
related to the purpose of the activity. He invites everyone to relax, 
breathe deeply, close their eyes, and get ready to think back to a close 
friendship, that lasted from childhood through adolescence, with a per¬ 
son of the same gender. He gives specific cues that help people to 
focus on that memory (see Appendix) with special emphasis on how that 
relationship changed as adolescence began. 
After completing the memory, and becoming reoriented to the pre¬ 
sent, learners are asked to form same gender groups of six to eight, and 
sit together so that they can talk. The first task is for each person 
to join with two others in their group and share anything from their 
memory that was interesting, the feelings that the memory generated, and 
specifically what changed in the relationship over time as adolescence 
began. 
The second task to be completed by the whole same gender group is 
to collect a list of "rules," messages, or mandates for what you could 
and could not do with people of the same gender once adolescence began, 
and to write them on newsprint for posting in the whole group. The D 
educator gives some specific examples from his own experience, like boys 
did not dance with other boys or sleep over at each others' houses after 
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a certain age, and then tells the same gender groups that they have 
about fifteen minutes to collect the list. 
During the group work, the educators circulate among the groups of 
their own gender keeping them on task, clarifying the question if neces¬ 
sary, and making sure the groups do not begin talking about rules for 
relating to the other gender. Although a list of rules is the end pro¬ 
duct of this activity, the discussion leading to the list produces a 
rich exploration of the socialization process which shapes most people's 
unconscious homophobic belief systems. This discussion is permitted and 
encouraged by allowing ample time in the groups and by educators asking 
open ended questions to facilitate thinking about the sometimes subtle 
messages about same gender relationships. 
After the group work time has expired, the S educator invites each 
group to post their lists, and a spokesperson to read/present the lists 
to the whole group, highlighting any interesting discussion that took 
place. Remaining group members are encouraged to make additions, and 
the audience is asked to listen nonjudgmentally even if those rules were 
not accurate for them, or to ask clarifying questions. After all the 
groups have reported, the S educator asks analysis questions that iden¬ 
tify patterns of sexist and heterosexist values reflected in the rules 
lists. 
The small group work is somewhat interdpendent, interactive, and 
draws again on the personal knowledge of the learners, thus confirming 
their experience. This personal knowledge is then reframed in a way 
which supports the public notion that we are all "trained to be 
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homophobic by our socialization. This reframing may again create some 
degree of discomfort or contradiction at the realization that learners 
may have been previously unaware of their own homophobic learnings, but 
it also demonstrates that homophobia is learned without our conscious 
choice, and once the learning is conscious, much of it can be unlearned. 
This activity addresses goal two, to identify personal and social 
manifestations of hetrosexism in the learners' experiences, and goal 
three, to introduce potentially contradictory information for discus¬ 
sion. It may be helpful to allow time for learners to adjust to these 
new realizations by following this activity with a break or a change of 
pace. 
12:45 - Poem - The S educator names the change of pace and reminds 
the learners that throughput the workshop, examples of lesbian and gay 
culture will be shared to familiarize learners with previously obscured 
aspects of gay culture, and therefore to combat invisibility and ignor¬ 
ance that results from it. She reads the prose poem, "Hints, When you 
meet a lesbian ..." (see Appendix). 
The poem addresses goals two and three, identifying personal mani¬ 
festations and introducing contradictions, and it uses a large group 
dependent structure. Following the reading of the poem, the workshop 
adjourns for lunch, a break of one hour. 
12:50 - Lunch - Music is played during leaving and arrival times, 
and the displays are available to learners. 
2:00 - Informal check-in - The D educator convenes the group with a 
series of questions that are simple and low risk, and then invites 
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learners to identify any areas discussed in the morning about which they 
have questions, confusions, comments, or concerns. This followup also 
serves as a refocusing time for anyone whose attention has been drawn to 
other issues over lunch. Besides reorienting learners and welcoming 
them back to the workshop, this activity also confirms learners by 
acknowledging their responses and reactions, and begins to address goal 
four, providing opportunity to resolve confusions, contradictions, or 
concerns through dialogue with peers and educators. 
2:15 - Myths about gay men and lesbians - The S educator introduces 
the idea that much of the misinformation that fuels fear and stereotyp¬ 
ing of lesbians and gay men originates in a set of inaccurate beliefs, 
or "myths," that many of us believe and that are rarely questioned 
because homophobic messages prevent us from feeling comfortable seeking 
accurate information. After this introduction, the S educator sets a 
tone of lightness and humor by announcing that learners are invited to 
take part in a "game show" which focuses on myths about gay men and 
lesbians called "My Favorite Myth." 
The structure and process of this activity involves the following 
steps. (1) The S educator posts and reads a list of common myths about 
gay men and lesbians (see Appendix). (2) She then invites learners to 
vote, by raising their hands, for the five myths that they want most to 
have accurate information about, their "favorite myths." (3) Learners 
count off by fives and form groups corresponding to their numbers. 
(4) Each group chooses one of the five favorite myths selected by vot¬ 
ing. (5) Each group receives a resource sheet (see Appendix) containing 
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accurate facts and information about the myths. (6) The educator ex¬ 
plains the group task as follows: Each group has ten minutes to create 
an original two minute "commercial" or "public service announcement" 
which educates the audience about their particular myth, using the 
resource sheet, their talents and cooperation. At the end of the ten 
minutes, groups will present their creative works to the whole group, 
and they will be judged by the group on creativity, humor, educational 
effectiveness (most information presented), and most equal division of 
labor. Fictitious prizes will be awarded. The educator asks for ques¬ 
tions, and then begins timing the ten minute work session. (7) At the 
end of the work session, the S educator invites each group to present 
their "commercial" in turn; they are rated by an imaginary "applause 
meter," and winners named. (8) The educator then solicits actual ques¬ 
tions, clarifications, and comments about the myths and the factual 
information presented. Any inaccuracies are corrected, and processing 
and reactions requested. The educator suggests an informal large group 
discussion on anything relating to the myths. 
This activity is higher risk than some previous ones because it 
asks learners to present themselves in front of the whole group, and to 
take responsibility for educating others. The light tone, and the re¬ 
source sheet are intended to ease the risk level by making the learning 
fun and by offering concrete information on which the learners can rely 
for their presentation. The game show format involves everyone, and 
asks for interdependent and creative learning modes to be employed. It 
may not be the most efficient way to present information, but it varies 
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the tone and method, and therefore may raise energy and participation 
levels. This becomes important in the sequence of learning activities 
since the next segment is a lecture which requires passive attention. 
This segment clearly addresses goal three of introducing potential¬ 
ly contradictory information, and it does so while engaging the learners 
in an interactive process. This activity requires the educator to be 
willing to model light or silly behaviors, and still to maintain a clear 
sense of the purpose of the activity. 
3:15 - Similarities and Uniquenesses lecture - In this segment, the 
S educator compares heterosexism with other forms of oppression by 
referring to a newsprint on which is a diagram of the systemic nature of 
the socialization process by which we are shaped into our various social 
group identities, including sexual orientation, and a list of the other 
characteristics common to all forms of oppression. Another newsprint 
contains the characteristics which make heterosexism unique from other 
forms of oppression. The perspective and content of this lecture (see 
Appendix) are derived from the Jackson/Hardiman model of oppression 
introduced earlier, and the ensuing work of graduate students, this 
author included, who are refining and applying the model to other 
specific forms of oppression. 
Following the lecture presentation, the educator asks for reac¬ 
tions, questions, discussion, and examples from the experiences of the 
learners which prove or contradict the information presented. Although 
the major part of the lecture addresses goal three, offering potentially 
contradictory information, the processing section which asks for 
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examples from learners' experience also addresses goals one and two, 
articulating current understanding of, and identifying personal manifes¬ 
tations of heterosexism. This large group structure gives less time per 
person for speaking, but maximizes exposure to a variety of points of 
vi ew. 
3:35 - Break - Music and displays are available. 
3:50 - Song - As an introduction to the following structured ex¬ 
perience, "Rosalind," a song by Meg Christian which combines a homo- 
phobic incident and the interplay between heterosexism and racism, is 
played for the group. The use of music is a conscious attempt to vary 
learning modes as much as possible in the workshop design. 
3:55 - Homophobic experience recall - The D educator introduces the 
next activity by asking someone in the large group to identify the homo- 
phobic incident in the song and some of the negative results of it. He 
makes the point that most of us have probably had some personal experi¬ 
ence of homophobia, whether it was within ourselves, between ourselves 
and others, or something we witnessed happening to someone else, and 
that there have probably been negative results from that experience 
since homophobia hurts people of all sexual orientations. 
He reviews the definition and forms that homophobia might take, and 
invites learners to think silently and try to identify an experience of 
homophobia in action in their own lives. He asks them to relive the ex¬ 
perience in their minds, and to jot down notes to themselves about that 
experience and the negative results it had. After about five minutes of 
silence, he asks if anyone would like to share with the whole group 
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her/his experience and results. He emphasizes that learners can control 
the risk level of this activity by only thinking about incidents that 
feel safe to them, by choosing not to share with the whole group, and if 
they do choose to share, by selecting what, how much, and to what depth 
they share their experiences. He also reminds learners of the nonjudg- 
mental listening guideline and of the fact that none of us asked to 
learn our homophobia thus reducing the risk that someone will be criti¬ 
cized for what s/he shares. 
While anyone who wishes to share is doing so, the educator monitors 
and enforces the guidelines, and supports and validates the speakers for 
disclosing in the large group. This activity can vary in length depend¬ 
ing on how many people want to share and how long they talk. Following 
the sharing time, the D educator asks learners to talk about how that 
felt (to share or to listen), and to draw out characteristics of homo¬ 
phobia and conclusions about its results in their lives. Comments and 
discussion are also invited. 
This is a high risk activity which addresses goal two, identifying 
personal and social manifestations of heterosexism in learners' lives, 
on an individual introspective level initially, and then in public tes¬ 
timony. It both confirms experience and potentially contradicts earlier 
interpretations of that experience by asking learners to look back at it 
through an expanded perspective and make sense of it in a different, and 
more elaborate way. For this reason, this activity also begins to 
address goal four, of providing opportunity for learners to resolve 
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contradictions (in this case, make sense of an experience) in increas¬ 
ingly more adequate ways. 
The educator who facilitates this activity must attend carefully to 
maintaining a high level of safety and trust, and demonstrating a high 
degree of acceptance, validation, and support of learners and their 
views. The D educator's gentle manner is well suited to this role. 
4:55 - Closure - Assignment for Sunday - The S educator thanks 
everyone for her/his involvement and commitment to interaction today, 
and distributes a "Heterosexual Questionnaire" (see Appendix) to each 
learner. The assignment which she explains is to interview someone, 
using the questionnaire, either in person or on the phone on Saturday 
evening, and record the interviewee's responses and the learner's ob¬ 
servations of the interviewee during the process. She explains that 
this assignment will be discussed during the opening activity the fol¬ 
lowing day. 
Since the questionnaire consists of a series of questions typically 
posed from the opposite perspective ("What do you think caused your 
heterosexuality?"), it addresses goal three, that of introducing contra¬ 
dictions so obviously that one almost must begin to make sense of them 
in different ways, i.e., goal four. This assignment necessitates taking 
the workshop content outside the learning environment, and seeks to make 
heterosexism a topic of conversation and therefore, to combat invisibil¬ 
ity and silence about the issue. 
The validation of the learners may seem to be small but it is 
important to end the first day be reincluding everyone so that s/he will 
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return the second day, continue to participate, and help to maintain the 
level of trust necessary for the sequence of activities. Music and 
display areas are available until everyone has gone for the day. 
Heterosexism Workshop - Sunday, 9:00-5:00 
The room arrangement and displays remain the same for day two of 
this workshop, including music by lesbian and gay artists playing in the 
background. Educators greet learners, as they arrive, invite them to 
take beverages and investigate books, articles, and other resources. 
9:00 - Opening, check-in, and poem - Promptly at 9:00, the S edu¬ 
cator begins with reminders to wear name tags again and to follow dis¬ 
cussion guidelines, announcements, and a discussion question which soli¬ 
cits leftover feelings, reactions, questions or concerns from Saturday. 
The discussion which results from this question should be open-ended and 
accepting of all perspectives represented in order to maintain the 
levels of trust desired for optimal learning to take place. 
The second day of the workshop needs to continue to confirm the 
learners' present perspectives initially, and then re-enter the contra¬ 
diction phase once learners are comfortable again. As part of this pro¬ 
cess of confirmation leading to contradiction, the S educator reads a 
humorous poem, "How Lesbians Capture Straight Women and Have Their Way 
With Them" (see Appendix), which portrays the title as a ridiculous 
notion, and sets a light tone to begin the day. Learners are passive 
listeners, first to the poem, then to the day's agenda which is reviewed 
by the D educator. 
133 
He then begins facilitating the reporting out and discussing of the 
assignment, the heterosexual questionnaire, by going around the circle 
and asking each person to talk briefly about her/his experience with the 
assignment. The process of going around the circle is to ensure that 
each person s voice is heard as early in the session as possible, and 
therefore they are more likely to continue to participate later in the 
workshop. If anyone did not do the assignment, the D educator explores 
the reasons with the learner to identify any that may be based on homo¬ 
phobia. He draws out of the reports characteristics of homophobic or 
heterosexist responses, contradictions and similarities in values and 
attitudes stated by the learners and their interviewees, and myths and 
stereotypes that need to be clarified or explained. 
This activity, in the large group, involves everyone in addressing 
goals two, three, and four, identifying personal manifestations of 
heterosexism, introducing contradictions, and providing opportunity to 
make sense of experience in more adequate ways. It also creates the 
interaction between information, person, and environment that develop¬ 
mental theories suggest is necessary for stage movement to occur. 
The main point of this activity is to demonstrate that changing the 
focus of many of the very common questions, statements, standards, and 
assumptions about homosexuality so that they are being applied to heter¬ 
osexuality makes them seem totally ridiculous. This reframing serves to 
unsettle old perspectives and create a need for new ones. The following 
activity continues in the same purpose. 
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9:30 - Reverse word - guided imagery - The S educator introduces 
the activity by inviting the learners to relax into a comfortable posi¬ 
tion, breathe deeply, and prepare to be guided through a fantasy world 
where things are different than the world we currently live in. They 
are reminded that they have complete control of the extent to which they 
participate in the fantasy. 
Learners are asked to "be themselves" in the fantasy, that is if 
they are heterosexual, they should keep their heterosexuality as they 
progress through the fantasy, and if they are lesbian, gay, or bisexual, 
they should remain so in their thoughts. The S educator than reads or 
recites the text of the fantasy (see Appendix) that describes a compul¬ 
sory homosexual world in which the norm is gay and lesbian, and hetero¬ 
sexuals are the oppressed group. Specific scenes with parallel mani¬ 
festations of heterosexual oppression are included to create a feeling 
of subordinate status in the minds of the heterosexuals in the group. 
This fantasy lasts at least five full minutes with detailed scenes to 
make the experience somewhat relentless. 
Learners are then asked to stay with those feelings and form groups 
of four to accomplish a task together. The task is to choose and role 
play a critical incident in the life of a heterosexual who lives in this 
homosexual world. The S educator offers a list of possible critical 
incidents including: a teacher's lounge or locker room discussion about 
personal lives, a cocktail party with jokes and flirting, a first family 
reunion with partner in attendance, a come-on from a person of the other 
gender, a come-on from a person of the same gender, coming out to 
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parents as a heterosexual, the RSVP to a dinner invitation which reads 
bring your spouse or (same gender) friend," or a Monday morning office 
conversation. 
Each group is given five minutes to plan their role play and five 
minutes to present it to the group. The S educator directs a follow-up 
discussion which identifies manifestations of oppression, feelings that 
accompany the experience of a reversed world, changes in the ways people 
are thinking about heterosexism as a result of the activity, and re¬ 
sponses to the activity. 
This activity encompasses goals two, three, four, and five, identi¬ 
fying manifestations of heterosexiam, introducing more contradiction, 
exploring other ways to view the phenomenon, and experiencing a simula¬ 
tion of another perspective. It is firmly in the contradiction phase of 
the design, and nudges learners to grapple with the conflicts and try on 
new ways of understanding them. The structure of this activity is 
active and high risk to increase the emotional investment of the learn¬ 
ers at this point nearly three-fourths of the way through the workshop. 
10:40 - Break - Music and displays are available. 
10:55 - Film - "Pink Triangles" - The D educator introduces the 
film by saying that it describes gay and lesbian oppression in a valu¬ 
able historical context focusing especially on the origin of the symbol 
of the pink triangle used by the Nazis to identify homosexuals. The 
film contains excellent examples of institutional and cultural hetero¬ 
sexism, as well as personal interviews from a wide variety of perspec¬ 
tives. 
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Learners are asked to pay attention to their own emotional reac¬ 
tions to the film, new or surprising information, segments that make 
them uncomfortable, and areas that generate questions. Following the 
film, initial processing takes place in pairs, and then the D educator 
asks open-ended questions to the whole group related to emotional reac¬ 
tions, new information, discomfort, and confusions. This discussion is 
expected to be long and more intense than previous discussions since the 
film often leaves audiences stunned and angry. 
The goals addressed by this film and discussion include three, 
four, and beginning stages of five. Those are introducing contradic¬ 
tion, being exposed to more adequate ways of resolving that contradic¬ 
tion, and beginning to identify actions that may reflect awareness at a 
higher level than previously experienced by the learners. This film and 
discussion can be quite compelling, so the educators' expectations for 
what comes next in the sequence need to be limited. 
12:20 - Poem - "Where Will You Be?" - The S educator reads a poem 
on the same theme as the closing segment of the film, which asks each 
person to begin thinking about s/he stands on heterosexism, and how s/he 
might interrupt it in her/his life. No discussion is planned, just 
reflection time. 
12:25 - Button assignment - The S educator asks each learner to 
choose and wear an anti-heterosexism button to lunch. The inscriptions 
on the buttons include "gay and proud," "don't presume I'm heterosex¬ 
ual," a double women symbol, and a double men symbol, a lambda, a pink 
triangle, "dykes on bikes," "better gay than grumpy," "I support gay 
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rights," "gay and lesbian activists," and some others. Of course, 
learners have the right to pass on this activity, but everyone is asked 
to think about why s/he chooses to do what s/he does, and to be prepared 
to discuss her/his reasons and her/his lunchtime experiences when the 
workshop resumes. Learners are encouraged to go to lunch with at least 
one other person from the workshop so they are not forced to deal with 
reactions alone. 
This high risk activity addresses goals three, four, and five, 
introducing, in this case, experiential information which may create 
conflict for the learners, and opportunities to respond to, possibly 
resolve, situations in a more adequate way than before. In addition, it 
again simulates the experience/perspective of being perceived as gay or 
lesbian. 
12:30 - Lunch - Music and displays are available during this hour. 
1:30 - Process button assignment - Learners regroup and the S edu¬ 
cator invites them to talk, one at a time, about their experiences wear¬ 
ing buttons, or their reasons for choosing not to wear them. By this 
time in the workshop, the norm for talking openly has hopefully been 
set, and specific questions about that experience may not be necessary. 
If, however, learners have difficulty naming and analyzing their experi¬ 
ences and reactions, the S educator is prepared to ask questions to help 
the learners inventory the experience. For example: "What happened at 
lunch with relation to your button?" "Who was there?" "What were your 
feelings?" "What were you thinking?" "Waht kinds of homophobia were 
operating?" 
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This rather open-ended discussion is directly related to goal four 
in its attempt to promote analysis and understanding of information and 
reactions in more inclusive ways than were possible before. The direct 
experience of needing to deal with other people outside the workshop 
makes taking another's perspective tangible for the heterosexuals in the 
group. This activity has the potential to bring up a variety of re¬ 
sponses, and to generate much discussion. 
2:00 - Levels of heterosexism - The S educator presents a news¬ 
print-illustrated lecture on the multileveled nature of heterosexism as 
it operates in our culture. With each of the levels mentioned, she 
gives at least two concrete examples (see Appendix). Then the D educa¬ 
tor asks learners in the large group to list additional examples for 
interpersonal, institutional, and cultural levels. Clarifying ques¬ 
tions, discussion, and additional points follow. 
This concrete informational activity reverts back to goals one and 
two, articulating an understanding of manifestations of heterosexism, 
but from an evolving perspective that has been informed by the work¬ 
shop's activities thus far. In its new perspective, it addresses goal 
four, making sense of the information in a more adequate way. By focus¬ 
ing on the concrete manifestations again, this activity sets the stage 
for addressing those manifestations with action. 
2:15 - Action continuum - The D educator presents a graphic repre¬ 
sentation of a continuum of possible response actions to incidents of 
heterosexism which reflects all of the developmental stages' behaviors 
(although not named as developmental stages), from active acceptance to 
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internalization of anti-heterosexist actions (see Appendix) (Griffin and 
Harro, 1983). He points out that the obvious intent of this workshop is 
to help people progress, in small stages, toward the active interruption 
of heterosexism, from wherever their typical response is currently on 
the continuum. 
He asks learners individually to think about where on the continuum 
their responses typically fall, to do a self-assessment about what small 
step toward active interruption they could take, and to report that out 
to the group. This next step might be an active intervention or it 
might be simply to think more or learn more about the issue of hetero¬ 
sexism. The D educator is careful to accept even the smallest step as 
an important one, and to allow for people who do not wish to move at 
all. 
This activity is high risk because it asks learners to attend to 
their own personal points of view, and resulting behaviors and to make a 
commitment to take a next step. It is intrapersonal and concrete so 
that the responsibility for acting on one's still emerging points of 
view is emphasized. 
This activity introduces the continuity phase of movement through 
developmental stages in that it asks learners to name slightly differ¬ 
ent, more advanced, positions from which they might operate in the fu¬ 
ture in relation to heterosexism. By naming this new position, they 
begin to "try on" a new world view and experience how it feels. The 
following activities help to facilitate settling into this new world 
view. 
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This activity addresses goals five and six, those of having more 
options for action and connecting awareness to that action in each per¬ 
son s real situation. This application of abstractions to concrete per¬ 
sonal reality begins to complete the full circle in the learning se¬ 
quence by bringing thte focus back to the learner's experience of 
heterosexism, and way of making sense of it. This process will be 
continued in the final content-focused activity. 
2:40 - Break - Music and displays remain available. 
2:55 - Ally sentence stems - The S educator introduces this activ¬ 
ity by discussing the interconnectedness of people of all sexual orien¬ 
tations, how we are all hurt by heterosexism, and how important it is 
for everyone to discover her/his own self interest in interrupting this 
form of oppression, and to become each others' allies in the fighting of 
all oppressions. She suggests that one way to build our alliances is 
for people of different sexual orientations who are willing, to talk 
directly to one another and to disclose important things about our¬ 
selves, our fears, our needs, and our aspirations, in the hope of build¬ 
ing trust and demonstrating our sincere desire for a nonheterosexist 
world. 
She posts a newsprint containing a series of unfinished sentences 
which include: "In order for us to become allies, what I need from you 
is ...," "What I don't want you to assume is ...," "What I'm afraid of 
is ...," "What I appreciate about you is ..." (see Appendix). She 
invites learners to read through the sentences and choose at least one 
that they would like to finish publicly. (By this time in the workshop, 
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some if not many of the learners may have discussed their sexual orien¬ 
tation.) She notes that it may be helpful for respondents to identify 
the position on the sexual orientation continuum (introduced in the 
uniquenesses lecture) from which they are speaking, although this dis¬ 
closure is not necessary. 
She offers some rules for the activity like no other discussion is 
permitted, only people finishing ally sentence stems, and after everyone 
has had one opportunity others may choose to share a second or third 
sentence stem. She emphasizes that only personal "I" statements and 
disclosures about self are appropriate content for this activity. She 
then invites learners to begin, and go around the circle, giving every¬ 
one an opportunity. She enforces the rules, and points to the person 
who is next, but does not offer any comment, or allow other comments 
during the activity. 
A brief processing session focusing on what it is like to do the 
activity follows in which learners may react to the content and the 
structure of the activity. It is again high risk, personal concrete, 
and related to goals four, five, and six, providing opportunity to 
resolve conflicts at more adequate levels, see the perspectives of 
others, and to connect awareness to action. The educator's role of 
enforcing rules is a critical one since the sentence stems may generate 
the expression of emotionally charged responses, and the feeling of 
safety must be maintained. 
This activity continues the continuity building phase by identify¬ 
ing specific necessary components for taking on this new world view more 
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completely. It allows learners to say publicly what they feel, need, 
want, fear, think, and will do in order to take a stance of alliance 
with those different from themselves. 
4:00 - Review workshop - Evaluations - The formal evaluation of the 
workshop contains an outline of the activities in their sequence for the 
learners to review and assess. The S educator distributes the evalua¬ 
tion forms and reminds the learners that careful responses will assist 
her in evaluating the workshop design for the dissertation project (see 
Appendix). 
4:40 - Assignment - After receiving all the evaluations, the D edu¬ 
cator hands out a packet of readings consisting of a series of articles 
from a variety of sources and the explanation of the assignment, a final 
paper in which the learners are asked to report on and analyze some of 
the readings, identify new insights, and discuss their personal re¬ 
sponses to various parts of the workshop. Both the evaluation and the 
paper address goal six of making connections between learnings and 
applications, and the readings continue the process of goals three, 
four, and five, dealing with information in newly aware ways and making 
sense of that information in more adequate ways. 
The readings and final paper contribute to the continuity building 
phase of the developmental learning process by continuing to focus the 
learners' attentions on their newly forming stances even after the work¬ 
shop has ended, and by giving an outlet for the articulation of the new 
world views after some time has passed. 
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- Closure - The D educator then introduces the closure activ¬ 
ity by asking learners to think back over the workshop that they have 
just evaluated and try to identify something that they learned and that 
they expect to remain with them after the workshop is over. He suggests 
that someone start sharing her/his learning and that they go around the 
group with each person having a turn to share. No comments or reactions 
are made to these learnings; they are accepted as is. This review of 
learnings addresses goal five by asking the question "Now what?" in 
relation to how these learnings might form the basis for more conscious 
behavior in the world. In addition the learning review validates pub¬ 
licly some of the new information that is the basis for the continuity 
phase of development. 
- Appreciations - The D educator asks learners to think back 
again and recall something that someone did or said in the course of the 
workshop that they appreciated, and then to go to that person after the 
final reading, and thank her/him for the behavior or words. 
This activity refocuses on confirming each person's value, and 
closing with the same affirmation that was reflected in the rest of the 
workshop. It also helps to create the sense of personal worth that will 
facilitate the continuity phase of developmental growth. 
- Reading - The S educator reads a piece of prose which at¬ 
tempts to capture the emotional poignancy of the need to interrupt 
heterosexism. Music begins quietly in the background, and increases in 
volume until the reading is finished. That marks the end of the 
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workshop. The educators remain to answer questions or to talk informal¬ 
ly with learners. 
This design narrative represents the plan for the first workshop. 
The following section describes the actual conducting of this design. 
Conducting Workshop One 
This section describes the conducting of this design for the learn¬ 
ers enrolled in the weekend workshop. It is divided into two subsec¬ 
tions, a description of the learner group, and a summary of the workshop 
process with focus on adjustments, refinements, and changes in the 
design resulting from the group's needs or dynamics. The process obser¬ 
vations which inform the adjustments are also part of this narrative. 
Although detailed records of the entire workshop process are 
contained in the data collected, only those observations of learner- 
nvironment interaction relating directly to the design adjustments made 
by the educators in this workshop are summarized in this section. The 
data are rich with the subtleties of group and individual reactions to 
various segments of the content and process of the workshop, and it 
would be possible to dissect and analyze the learner-environment in 
great detail. Recommendations for additional adjustments, analysis, or 
future study appear in Chapter V. 
Description of the learner group. The group consisted of twenty 
people on the first day, four of whom did not return the second day. 
Nineteen of the learners were white and one was an Hispanic woman; nine¬ 
teen were women and the man identified himself as gay in the first 
activity of the workshop. There were ten undergraduates, all under the 
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age of twenty-four, eight graduate students whose ages ranged from 
twenty-three through thirty-seven, one continuing education student, in 
her late forties, and one community-based student (University Without 
Walls) aged thirty-five to forty. Seventeen of the learners majored in 
either education or human services, and three of them were English, 
engineering, and business administration majors. 
By the end of the workshop, seven learners had identified them¬ 
selves as gay or lesbian, seven others said they were heterosexual, 
three said they were unclear about their sexual orientation, and three 
made no self identification. This ratio of subordinate social group 
members to dominant social group members was high in comparison to pre¬ 
vious social issues workshops, probably because this was the first 
heterosexism workshop to be included in the series, and the gay man and 
lesbians in the group may have been curious to see how the issue would 
be handled. 
In addition, the ratio of graduate students to undergraduate stu¬ 
dents was also high. The fact that the workshop series is offered for 
undergraduate credit only, and since it is taught by graduate students, 
usually deters graduate students from taking it. In this case, however, 
many of the graduate students attending had been involved in the social 
issues training project, and in the decision to include heterosexism, so 
their presence reflected interest and a desire for better personal 
awareness on the subject, rather than a desire for credit. 
Besides the factors just mentioned, the demographics of the group 
were very much as predicted except even less diverse in race and gender 
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than previous social issues workshops had been. Possible explanations 
of the lack of diversity in gender include the statistic that homophobia 
tends to be more prevalent and more pronounced in men than in women, and 
the fact that women make up a much higher percentage of the population 
enrolled in education and human service majors. 
The lack of racial diversity may be a reflection of the general 
population in those same majors, or a function of the stereotype that 
suggests that homosexuality is a "white issue." The richness of the 
discussion is severely limited when a variety of racial and gender per¬ 
spectives is not represented. Ideally, the educator team would have 
racial diversity as part of its criteria, as well as gender diversity. 
Of the four learners who did not return on the second day of the 
workshop, two notified the educators that they were ill, one told the 
educators at the end of the first day of a conflict that would prevent 
her return on the second day, and the fourth made no explanation. The 
dynamics of the group changed as a result of the loss of these four 
learners especially since one of them was the most frequent participant 
in discussions on the first day and the only Hispanic woman, and another 
was the older continuing education student. 
The learners were generally very outspoken and willing to partici¬ 
pate in the activities of the workshop. Process observers' comments re¬ 
flected distinct patterns of participation among different subgroups of 
learners which inevitably influenced the flow of the workshop design. 
The seven lesbians and gay man talked more than any other social group 
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identified, with three of the graduate heterosexual women and the three 
undecided people in the moderate participation range and four undergra¬ 
duate heterosexual women and the three undisclosed women remaining at 
lower participation levels. 
These patterns caused many activities that included discussion to 
take longer than estimated, and to focus on subordinate perspectives 
more often than intended by the design. These trends will be discussed 
further in the following section on design adjustments resulting from 
conducting the workshop. 
Summary of the workshop process with focus on adjustments. During 
the first day of the workshop two trends in the process required the 
educators to "read and flex" in order to make adjustments in the con¬ 
ducting of the design. They were: (a) the patterns of participation 
mentioned in the previous section, and (b) the levels of self-disclosure 
and intensity generated by the homophobic experience recall activity. 
These trends yielded three design adjustments, two changes and one 
intervention. The explanation of the trends and resulting design 
adjustments follows, along with analytic comments. 
Participation patterns. Three patterns of particpation had influ¬ 
ence on the workshop experience. They were the domination of discussion 
by several outspoken graduate level learners (the majority of whom were 
gay or lesbian), the extended time on discussions due to high participa¬ 
tion levels, and the tendency to focus on gay and lesbian perspectives 
as content of discussion. 
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In the case of the first pattern, who talked in large group dis¬ 
cussions seemed to be a function of the activities' structures and the 
comfort and experience levels of the learners with those structures. 
Although the sentence completion cards and the concentric circle activ¬ 
ity asked everyone to speak, in the first case, learners simply read 
what was on the card they chose, and in the second case, they spoke to 
only one other person at a time. The result was that, although everyone 
spoke, everyone's perspective was not heard in the large group. 
The activities that invited large group sharing were the report 
outs, the processing times, and the word association, all of which were 
voluntary, so that people with more experience or comfort with the work¬ 
shop format or the activity's structure tended to be more outspoken. 
The perspectives that were heard in the large group were those of the 
graduate level students, many of whom were gay or lesbian, or had done 
some thinking about heterosexism before so that they felt comfortable 
expressing themselves. 
Those perspectives tended to be at least in the resistance stage 
and sometimes in the redefinition stage of Jackson and Hardiman's OLDT 
model. Examples include comments like, "I want to learn how to change 
public attitudes toward gays and lesbians," (about the word association 
list) "How could anyone actually think those things about them?" (gays 
and lesbians), and "This (word association) brings up fears I've been 
trying to be finished with." 
This trend was observed as one group of learners talking a lot in 
large group time and another group not saying much and, in fact, by the 
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end of the day, withdrawing slightly from involvement in the discus¬ 
sions. 
Educators responded with two kinds of interventions. The first was 
drawing out, soliciting responses from, and even calling on those 
learners who hadn t spoken, when they gave any non-verbal cue that they 
were involved, listening or thinking something. One example is when an 
educator said, "_, you are shaking your head, have you experienced 
that, too?" 
The second intervention was to name explicitly the trend, and sug¬ 
gest that others speak. "Let's hear from someone who hasn't spoken 
yet." "Someone must have a different perspective on that." "We have 
heard a lot from the subordinate group members, how to they (stereo¬ 
types) hurt dominants?" 
After processing the first day, the educators decided that during 
announcements on the second day they would ask those people who talked a 
lot the first day to count to five before answering in the large group 
to give others a chance, and they would ask those who had been quieter 
to offer their opinions so that everyone can benefit from a variety of 
points of view. 
In the case of the second pattern, extended discussion times seemed 
to result from the open ended nature of the discussion questions, the 
levels of safety created for sharing, the numbers of people who had 
things to say, and the desire of the educators to establish the norm 
that discussion is encouraged by not cutting anyone off. Process 
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observers coded eight learners as high participators, eight as moderate 
participators, and only four as low participators. 
The result was that activities with discussions and personal shar¬ 
ing consistently took more time than had been allotted to them, espe¬ 
cially the homophobic experience recall, and it was necessary to make 
changes in the design to stay within the workshop's time boundaries. 
Those changes included shortening the question segment on myths, drop¬ 
ping the song which was to introduce the homphobic experience recall, 
and being forced by time to limit the processing time on the recall 
activity and the closure. These changes had implications for Sunday's 
results which will be discussed in the following sections, and for the 
outcomes of the workshop which will be discussed in Chapter IV. 
The third pattern, of discussions focusing on gay and lesbian per¬ 
spectives, was that the self-disclosed S learners and the S educator did 
more of the talking. Questions and comments by heterosexual learners 
were often directed to and got responses from high participating gay or 
lesbian learners as well as from the S educator. 
This pattern may well be common in educational experiences on this 
topic since part of the purpose is to replace ignorance about lesbians, 
gay men and their issues with accurate information, and it is natural 
that the gay man and lesbians in the group might be sought as experts in 
that process. Another part of this design's purpose, however, is to 
frame the issue as heterosexism, not homosexuality, and to solicit and 
explore the perspectives of all the larners so that development can be 
facilitated for each of them. For this reason, the educators chose to 
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make interventions to draw out heterosexual points of view in discus¬ 
sions . 
The D educator intentionally did more naming of, modeling of, and 
risk taking with heterosexual perspectives than previously planned. 
Both educators reinforced with validation every comment, question, and 
perspective offered by a heterosexual or undisclosed learner. 
The heterosexual perspectives that were heard tended to be those of 
the graduate students in the social issues training project who had been 
thinking and doing personal consciousness raising on heterosexism prior 
to attending the workshop, so that their dominant stage development was 
at least in stage three (resistance). Speculation about why this pat¬ 
tern existed included the possibility that since the assumptions of the 
workshop had been stated clearly and no one had voiced dominant accep¬ 
tance stage perspectives, an unstated norm was established that one had 
to already be convinced that heterosexism is bad, and that they want to 
oppose it in the world in order to be accepted in the group. Anyone not 
ready to take that stance may not have felt safe to express her/his 
opinion. Regardless of whether the educators said there was no wrong 
position or stupid question, no one tested that group acceptance norm. 
The three participation patterns described above precipitated 
changes and adjustments in the first day's design, and had implications 
for day two, as well. Sunday's agenda was changed in several ways from 
the original design due largely to unresolved responses from Saturday, 
and dynamics which continued to emerge from those responses. The design 
changes took three forms: the sequence of two of the activities was 
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changed, the structure for processing several activities was altered, 
and a block of time for reflecting and sharing with a partner was added 
to the design. A brief narrative and analysis of Sunday's events should 
explain these changes. 
At the beginning of Sunday's agenda, the educators observed a very 
low energy level among learners, exemplified by several people coming 
late, people appearing exhausted, and a level of discomfort, agitation 
and resistance in the group. After announcements, the reading (a spoof 
on fears of seduction of heterosexual women by lesbians), and the 
attempt to discuss the assignment, the heterosexual questionnaire, the D 
educator named the tension he was feeling in the group which seemed to 
be preventing learners from participating. Some learners, the high par¬ 
ticipators, acknowledged the tension, and ascribed some cause to the 
unprocessed emotional intensity of the final activity on the previous 
day. Others said they felt overloaded with information, and the soli¬ 
cited heterosexuals admitted feeling like a pro-gay and lesbian perspec¬ 
tive was being strongly represented to the exclusing of any other pos¬ 
sible one. 
The educators validated and commented on all responses, again asked 
for other views, clarified intentions, and requested continuing feedback 
as to how learners were progressing for the rest of the workshop. They 
then continued with the design as planned. 
The next activity, the role reversal fantasy followed by small 
group skits, seemed to intensify the resistance, as exemplified by the 
groups not focusing on the task, inappropriate laughter, unfocused 
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discussion, individuals not participating, two groups passing on the 
presentation of their skits, and woman declaring that the activity was 
just too painful." The educators read these indicators and decided to 
stop, assess, and adapt the design to adjust better to the needs of the 
group. 
The S educator asked learners to pair up with someone they trust 
and focus on talking about their feelings resulting from Saturday and 
Sunday, so far. Following a fifteen minute private discussion, during 
which the educators also caucused with process observers, learners were 
invited to share their responses in the whole group. They expressed a 
variety of strong reactions to the content they were learning, their own 
responses to it and to the others in the group, and to the activities 
and process of the workshop. Some of the feelings described were 
"despised," "guilty," "vulnerable," and "hopeless," and the general 
feeling was that heterosexuals and homosexuals were being polarized. 
Again, the majority of these responses came from the high participants 
(eight), four responses came from the moderate participants, and four 
from the low participants. This activity was voluntary, so that there 
were some learners who did not speak to the large group, but their in¬ 
terest, attention and body language suggested that what was being said 
was accurate for them as well. 
A much-needed break followed this interchange, during which the 
educators decided on a sequence change for the remainder of the day. 
Instead of showing the film "Pink Triangles" next, which may have com¬ 
pounded the overload of painful distance-producing information, they 
154 
decided to try building alliances with the sentence stem activity previ¬ 
ously scheduled for the afternoon. The reasoning was that this activity 
would structure some inter-learner dialogue with the focus on breaking 
down the polarities, and discovering what is necessary to work together 
in a heterosexist world. 
Response to this activity was again voluntary, and long pauses 
would often occur between responses, but a total of ten of the sixteen 
learners present on Sunday did complete a sentence stem from the list. 
The group seemed to experience some change in mood as a result of this 
activity, and the buttons-to-lunch activity seemed to break the tension 
even more and learners left with more noise and energy than had been 
present in the morning. 
After lunch, when asked for reactions, some learners were beginning 
to verbalize their analysis of their morning resistance, so the discus¬ 
sion focused on that first, then on the experience of wearing anti- 
heterosexist buttons. The energy was not high, but some of the resis¬ 
tance seemed to be dissipated, so the educators decided to show the film 
at this point. 
The method of processing the film was changed to maximize the indi¬ 
vidual discussion time by asking learners to first write their personal 
reactions to several specific questions, then to share those reactions 
in pairs, then to report to the whole group. Again, in the voluntary 
large group sharing time, the high participation lesbians and gay man 
dominated the discussion. 
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Following a break, the educators added another unplanned activity 
to assess the current responses of various learners. They asked the 
learners to brainstorm a list of their feelings generated by various 
aspects of heterosexism introduced in the workshop. In this voluntary, 
large group activity, the heterosexual group participated at a much 
higher level than previously with eleven responses coming from them and 
six from the gay and lesbian learners. It seemed that the group was re¬ 
turning to a more involved, less tense phase. 
The activities that followed were those originally planned, the 
systemic socialization and levels and types of heterosexiam lecture, and 
the action continuum presentation, followed by a revised activity that 
invited learners to pair up with someone, do a self assessment on their 
typical location on the action continuum, and create an action strategy 
that reflects where they would like to be. Responses to this were low 
energy, but not resistant, since people were emotionally and physically 
very tired by this time. 
Evaluations and closure in which all learners were asked to identi¬ 
fy a learning and tell it to the group. None of the learnings reflected 
high tension or remaining conflicts; many of them were mellow in their 
introspection and spoke of an increased level of awareness. 
The design changes resulting from the emerging feelings and dynam¬ 
ics of the group point to implications for ensuing heterosexism designs. 
These implications will be elaborated further in Chapter IV, and sugges¬ 
tions presented in Chapter V. The following section outlines and 
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describes workshop two which also employs some of the learnings from 
workshop one. 
Workshop Two 
Goals 
The goals for the second heterosexism workshop were exactly the 
same as those of the first workshop and need no additional explanation. 
Though two heterosexism workshops were conducted in the two semesters 
between the two used for this study as part of the social issues train¬ 
ing project, and the designs evolved, the basic theoretical premises and 
specifically, the goals remained constant. 
In brief review, the goals are to provide opportunity for learners 
to: (1) articulate and consciously examine their current understanding 
of heterosexism as an issue of oppression; (2) enlarge the scope of 
their awareness of the personal and social manifestations of heterosex¬ 
ism; (3):> e exposed to information which may contradict their current 
understanding, and may stimulate discussion; (4) resolve those contra¬ 
dictions at more adequate developmental levels; (5) see the perspectives 
of others; and (6) connect their awareness to action in their own set¬ 
tings. As the design of the second workshop is described, connections 
between the activities and these goals will be identified. 
Learners 
The anticipated learner population for the second workshop is ex¬ 
pected to be basiclaly the same as the first with only two potential 
exceptions. One is the expectation that there may be more graduate 
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level students in the second workshop as a result of changes in the 
social issues training project that require future trainers to partici¬ 
pate as learners in a minimum number of the workshops, and do an assess¬ 
ment of the design and training style as part of a graduate level 
seminar. This seminar offers graduate credit for learning how to 
design and conduct social issues training, so that these students are 
required to do additional work beyond the weekend's assignment. 
The second assumption is that there will be fewer lesbian and gay 
learners in the group than the first workshop because the novelty of a 
new worshop on heterosexism" has worn off. The heterosexism workshop 
has been in the project for four semesters, and the balance of sexual 
orientations is expected to reflect the actual community more accurately 
than it did before. 
Educators 
The S educator is the same person who was described in the first 
workshop, but the D educator is a different person needing a complete 
description. This D educator is a white heterosexual able-bodied woman, 
raised Italian Catholic, and identifying with her strong Italian ethni¬ 
city. She is in her late twenties and has worked extensively in coun¬ 
seling adolescents in several locations including the conservative 
Sarasota, Florida area. 
Her expertise and knowledge are strong in group dynamics, emotion¬ 
ally expressive processes, oppression basics, and assertiveness, and her 
group leadership style reflects a high concern for trust, morale, main¬ 
taining a sense of trust and democracy in a learning experience. She is 
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especially effective at drawing out, validating, and legitimizing even 
minority opinions in the learner group. 
She describes herself as a strong feminist, with a high level of 
identification with women, and does not discount the possibility of her 
own bisexuality. She chose to identify herself clearly as a heterosex¬ 
ual for purposes of the workshop, however, and places herself in the 
resistance stage of development (stage three) according to the Jackson/ 
Hardiman OLDT model. When explaining that assessment, she marked the 
main reason as her anger at seeing heterosexism everywhere, and her ten¬ 
dency to want to speak out against it at every possible opportunity. 
Her primary motivation for wanting to co-lead this workshop was to that 
she could do something tangible to fight heterosexism. 
The personal qualities and style that made her an appropriate co¬ 
leader include a warmth and enthusiasm that is contagious, commitment to 
social change in the area of heterosexism, sensitivity and empathy for 
people whose perspectives are different from her own, a growing reper¬ 
toire of leadership skills, and an ability to work very well in a coop¬ 
erative designing and leading format. This cooperation enhances her co¬ 
leader abilities, as well. 
The balance between co-leaders was again excellent in that the D 
educator deferred to the S educator on content issues, but responsibly 
managed the group process aspects of the experience. She balanced her 
more limited training experience by adding a high degree of support for 
both learners and her co-leader. She asked for and integrated feedback, 
offered new and innovative perspectives on "old" design ideas, and 
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demonstrated an excellent combination of professional confidence as a 
trainer and sensitive flexibility as a counselor. Her pace and timing 
were slower than the S educator which again improved the overall pace of 
the workshop. 
The evolving structure of the social issues training project calls 
for an intern to work with each team of co-leaders in the design and 
implementation stages of the workshops. It is the intention of the 
project that the intern this semester will lead the workshop the follow¬ 
ing semester. The intern for this workshop was a Black heterosexual 
able-bodied woman, in her late twenties, with two children, who attended 
several of the planning meetings, and took responsibility for leading 
some aspects of the workshop. 
The intern's contributions to the planning phase of the workshop 
included helping the two educators to make sure that their time esti¬ 
mates for each activity were realistic so that the workshop was not 
overloaded and too long, and agreeing to handle the organization of the 
check-in segment. 
During the conducting phase of the workshop, she led the button 
activity and the processing of it, as well as monitoring the dynamics of 
the group and making valuable interventions at key times. Her skills 
greatly enhanced the process of the workshop and complemented and sup¬ 
ported the educators. The design which is outlined in the following 
section is the result of planning among these three educators. 
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Design of Workshop Two - Outline 
Heterosexism Workshop - Saturday, 9:00 to 5:00 
Room arrangement - Chairs in open circle, newsprint in opening 
- Sign-in sheet 
- Book and poster display 
- Name tags 
- Hope and fear card 
- Beverage table 
- Music 
- Intern greeting 
9:10 - Taped song - "Gentle, Loving People" 
- Brief introductions of educators and intern 
- Assumptions for workshop 
- Learner introductions - name, previous social issues work¬ 
shops, compare to attendance lists 
- Workshop credit requirements 
- Explanation of dissertation project - consent to participate 
forms, questions, introduction of process observer 
- Housekeeping - bathrooms, smoking, coffee 
- Agenda/Goals review 
- Guidelines and norms 
- Detailed personal introduction of educators - Public interview 
9:45 - Concentric circle activity - paired questions, voluntary shar¬ 
ing of last two in large group (last question is hope/fear 
card) 
- Large group discussion of hopes and fears 
10:20 - Definitions - lecture, clarifications, questions, additions 
10:40 - Break 
11:00 - Guided memory - individual 
- Share with partner 
- Same sex rules list - homogeneous gender groups 
- Report out, process 
12:20 - Button assignment - wear a gay or lesbian button to lunch 
12:30 - Lunch 
1:30 - Process button assignment - pairs, large group, discussion 
2:00 - Systemic socialization cycle - lecture, questions, discussion 
2:35 - Introduce Speaker's Bureau - Panel of gay and lesbian speakers 
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4:15 
4:45 
9:00 
9:15 
10:00 
10:40 
11:00 
11:45 
12:30 
1:45 
2:45 
3:00 
3:10 
4:00 
4:20 
4:40 
4:50 
Process Speaker's Bureau - Questions on newsprint, large group 
Announcements 
Closure - One word whip capturing the essence of the day 
Heterosexism Workshop - Sunday, 9:00 to 5:00 
Same room arrangement - milling, coffee 
Check-in circle - Two groups with each educator leading one, 
questions on newsprint to guide discussion 
Film - "Word is Out" 
Break 
Processing - Questions with partners, large group 
Summary lecture - Discussion 
Large group question - Voluntary responses 
Lunch 
Freire's Stages of Consciousness Model - Lecture with activi¬ 
ties at three intervals 
Break 
Song - All sing along with tape - "Gentle, Loving People" 
Ally Sentence Stems - guidelines, go around group once, then 
random option 
Guided Imagery - A World of Unity 
Evaluation - Written dissertation evaluation forms 
Assignment - Readings, paper 
Closure - "I learned" whip 
Design of Workshop Two - Detailed Description 
The outline just presented is the skeletal plan for workshop two as 
it was designed by the educators and the intern, and this section 
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details each part of the design, its structure and content, who leads 
it, and its connection to the goals and learners' characteristics. 
Heterosexism Workshop - Saturday, 9:00 to 5:00 
Room Arrangement 
The room arrangement for the second workshop is exactly the same as 
for the first, with sign-in sheets, book and poster displays, name tags, 
beverage table, music in the background, and the chairs arranged in an 
open circle with newsprint on the wall in the open space. The only dif¬ 
ference is that the intern greets learners as they enter, orients them 
to the check-in procedures, and invites them to take an index card on 
which to write a hope that they have for the workshop on one side, and a 
fear or hope-not on the other. They are asked to keep these cards for 
use later in the workshop. 
This structure for the beginning of the workshop offers something 
for learners to do while waiting the inevitable few minutes for late¬ 
comers to arrive. Hopefully, it adds to the comfort level of the ini¬ 
tial stages of the experience, and potentially gives some focus to 
thought and possible conversation among learners. 
Design Outline 
9:10 - The D educator begins to play the Holly Near song, "Gentle, 
Loving People" (see Appendix) on a tape player, gradually increasing the 
volume until the learners all give their attention to the fact that the 
workshop has begun. This song focuses on the beauty and value of 
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diversity among people, and begins to set the norm that the workshop 
will focus on positive potential to overcome heterosexism. 
She then names herself, the S educator, and the intern, and talks 
about the role of the intern in the workshop process, and about the 
social issues training project in general. She reviews the two assump¬ 
tions on which the workshop is based, that we are all gentle, loving 
people, and that we have all, regardless of our sexual orientation, been 
hurt by heterosexism. 
The D educator then invites learners to go around the group and say 
their own names and whether they have been in any other social issues 
workshops. After each person has spoken, she reviews the requirements 
for receiving credit for the workshop. Those requirements include: 
attending all of both sessions, reading the packet of articles to be 
distributed on Sunday, and writing the final paper to be turned in four 
weeks after the workshop. 
Each of these introductory segments makes clear the boundaries and 
expectations of the educators and the workshop. In this way, learners 
can be oriented and clear about what is to happen. 
The S educator then explains the dissertation project which is 
based on this workship, distributes the consent to participate forms for 
signatures of the learners, answers questions about the project, and in¬ 
troduces the process observer (only one each day for this workshop). It 
is made clear to learners that they may decline to sign these forms if 
they choose to, and that the design is the focus of the observer's 
attentions and the analysis of the study. Their actions and comments 
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will only be used where they have implications for the design and its 
effectiveness. 
She then continues with housekeeping issues like location of the 
bathroom, the no smoking" request, scheduled breaks for smoking and 
coffee, and lunch and closing times. Again, dealing with these things 
at the onset of the workshop helps to set a predictable scene for the 
learners who may need structure to feel secure. 
The S educator reviews the goals for the workshop and the agenda 
for, at least, the first day. Those goals are the learner focused goals 
that were presented in workshop one, i.e., (1) to explore ways in which 
learners have been personally affected by heterosexism; (2) to identify 
additional ways heterosexism is manifested in our society; (3) to engage 
in discussion from a variety of perspectives.; and (4) to identify direc¬ 
tion and action one could take to demonstrate increased options for 
interrupting heterosexism. 
She presents and explains the discussion guidelines elaborated in 
the first workshop design, and enlists the support and enforcement of 
them from the learners. These guidelines are both specific in their 
intent, and general in their philosophy, so that they provide norms for 
all the interactions that follow, with the goal of keeping those inter¬ 
actions respectful and safe for all who participate. 
Following this introductory segment, the educators then begin the 
process of modeling self-disclosure and risk taking in their personal 
introductions by asking each other some questions and answering them 
alternately in a public interview. The questions they ask and answer 
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are: When did you first know your sexual orientation? How has it been 
to be your sexual orientation? (Cite some examples of privilege or limi¬ 
tation that have occurred in your life.) Why are you co-leading this 
workshop? What are some of the costs and benefits of your sexual orien¬ 
tation? 
This activity is intended to give personal information about the 
educators to the learners, including the disclosure of their sexual ori¬ 
entations, and to model open dialogue and the sharing of personal 
stories as an important part of exploring one's current understanding of 
heterosexism (goal one). The confirming stage of the workshop is 
enhanced by validating private knowledge and demonstrating acceptance of 
different perspectives. It is moderately low risk for the learners 
because their role in the activity is simply to sit and listen, thus it 
becomes important that this activity be short (no more than ten minutes) 
to prevent boredom. This activity does model a high risk level of self¬ 
disclosure that could influnece disclosure of the learners. 
Both educators participate in the opening segment so that their 
voices are heard, and their styles are experienced by the learners. The 
intention is that neither will be seen as more of an expert than the 
other, and that their roles be balanced. Saying something at the begin¬ 
ning also aids the educators in dealing with the initial nervousness of 
working with a new group on this volatile topic. Once one has spoken, 
attention and involvement level is increased and one is able to retain 
more information. Early involvement is also important for learners, as 
the following activity addresses. 
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9.45 - Concentric Circle Activity - The D educator invites learners 
to count off by twos, form two circles, one facing out, and the other 
facing in with each person opposite a partner. She explains that each 
person will be given one minute to respond to a question with her/his 
partner, and after each person has spoken and her/his partner listens, 
they will change partners for another question, and so on for a series 
of four questions. 
The questions are: Why did you choose to come to this workshop? 
What was the first time you recall being aware that there were different 
sexual orientations? What is an example you know of where a person was 
treated differently because of her/his sexual orientation? What are your 
hopes and fears (from the card) about this workshop? 
The questions seek private knowledge in a low risk to higher risk 
sequence and require every person to talk to someone about this workshop 
topic. For some, perhaps this will be the first time, while for others 
it may be a way of life, so stressing non-judgmental listening will 
continue confirming the learners. This activity also serves to focus 
thinking, bring up some discomfort, and provide opportunity for everyone 
to talk about her/his current understanding of heterosexism (goal one) 
but only to one other person. 
Goal two, enlarging awareness of personal and social manifestations 
of heterosexism, is also a part of this activity. As learners respond 
to these questions, they often discover new ways of naming and under¬ 
standing previously unnamed familiar occurrences. It may be surprising 
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for them to discover that what they have not thought consciously about 
before is in fact heterosexism. 
When the D educator asks people to report out to the large group 
some of their responses to the third question, the activity becomes 
voluntary, and the risk level goes up since now the learners would be 
talking in front of the whole group. As people share their examples of 
a time someone was treated differently because of her/his sexual orien¬ 
tation, the D educator begins to name some of that treatment in language 
that will be part of the workshop, i.e., stereotyping, discrimination, 
verbal harassment. She is taking private knowledge and connecting it to 
public knowledge, the ways that heterosexism happens in the world, thus 
confirming the experiences of the learners and showing them that they 
know more than they think they do about how heterosexism has touched 
their lives. 
Having the D educator make these connections models a higher level 
of dominant consciousness to the heterosexuals in the group, and demon¬ 
strates that people can unlearn the socialized messages about what it 
means to be heterosexual. She is careful to accept every example given 
even if it is described in heterosexist language, or contains stereo¬ 
types itself. She may name the language or the stereotypes, but always 
in a way that acknowledges that most people have learned their whole 
world view about heterosexism from a biased source, and they need not 
feel guilty about what they have learned, only realize the bias, and 
begin the unlearning process. 
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10:10 - Hopes and fears report and discussion - The D educator con¬ 
tinues the report out by asking for volunteers to share what they wrote 
on the hopes and fears card or any other hope or fear that has arisen in 
discussion since then. Her goals are to identify everything mentioned 
as a valid concern, to speak to any concerns for which information would 
be helpful, to legitimize any lacks of information by pointing out the 
invisibility of the issue, and to reinforce the intention that the work¬ 
shop be a safe place to ask questions, say uninformed things, and try on 
new ways of seeing the issue without being judged. 
Again, the confirmation process continues with any discussion or 
questions being handled patiently and completely until everyone is con¬ 
tent to go on. These hopes and fears are personal manifestations of 
heterosexism in the lives of the learners, and goal two is addressed 
from another perspective in this activity. This may not be named 
overtly in the workshop at this point, however, later when a discussion 
about the feelings surrounding homphobia ensues, the educators may make 
reference back to these initial feelings. 
10:20 - Definitions - The S educator presents in lecture form a 
list of terms which have certain specific meanings in the workshop con¬ 
text and according to this model of oppression. She defines them, asks 
for questions, requests for clarification, and any additional terms for 
which the learners need meanings, and provides or finds the necessary 
information. 
This activity introduces information which may or may not be con- 
1 current understandings (goal three), and it tradictory to learners 
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continues to define a clear perspective on which the educational 
approach is based. In doing so, an atmosphere of safety and predicta¬ 
bility continues to be established so that learners can have a clear 
sense of what to expect and gauge their reactions accordingly. 
10:40 - Break 
11:00 - Guided memory - The D educator conducts this activity in 
'uch the same way as described in the first workshop, in that she pre¬ 
pares the group with relaxation exerces, guides them through a memory of 
a same gender relationship from childhood that lasted through puberty 
(see Appendix), asks them to pair up with someone of the same gender and 
answer some questions about the memory (How did the relationship change 
over time? What feelings are part of the memory? Was there any pain 
involved in the changing process?), puts them into homogeneous gender 
groups, gives them the task of listing explicit and implicit rules for 
how to relate to people of the same gender. Following this task, each 
group reports out their list to the whole group and discussion focuses 
around how those rules teach us homophobia and limit our same gender 
feelings, thoughts and behaviors. 
This activity addresses goals one and two very directly by drawing 
on the personal experience of the learners as content and then reframing 
their experiences in ways which identify another way to make sense of 
them. Their awarenesses are expanded without introducing any new infor¬ 
mation at all. The confirmation stage is continued, and the addition of 
new perspectives on old experiences begins to suggest that there are 
other ways to interpret them as well. With the shaking of old 
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perspectives, often comes confusion or discomfort, so that the educator 
may need to be even more gentle or patient with learners at this point. 
12:20 - Button assignment - The intern displays a collection of 
buttons with anti-heterosexist slogans or symbols on them (see workshop 
one description) and invites each learner to select a button to wear in 
a visible place over her/his lunch break and pay attention to her/his 
own and others' reactions. She reminds them that they have the option 
to pass, but after lunch each person will be asked to report on what 
happened, how s/he felt, and what s/he learned. Anyone who did not take 
a button will also need to answer those questions in relation to her/his 
choice not to participate. 
This activity is conducted in much the same way as it was in the 
first workshop except that it occurs on the first day of this workship 
instead of on the second day as before. The reason is that this activ¬ 
ity addresses goal two, increasing awareness of personal and social 
manifestations of heterosexism, and it is appropriate to the stage of 
the workshop where transition between confirmation and contradiction is 
beginning to occur. Following the lunch break, a large segment of new 
information will be introduced which begins the contradiction stage 
fully. In the previous workshop, learners commented that doing the 
button activity on the second day seemed repetitious of learnings they 
already had. 
The intern selected this activity as the one she wanted to conduct 
because it is experiential, fun, and potentially a meaningful awareness 
producing segment. In the past three workshops, the processing of this 
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activity has yielded valuable observations and high levels of energy and 
attention and the intern wanted to conduct an activity that would move 
the group developmentally and stimulate involvement. 
The risk level of this activity is higher than some of the previous 
ones, and her choice of this activity also reflects her leadership 
style. She is willing to engage with information and people in ways 
that stimulate high emotional involvement and use that involvement to 
uncover learnings. 
12:30 - Lunch 
1:30 - Process buttons - The intern also conducts this part of the 
button activity by first putting people in pairs and asking them ques¬ 
tions like: Where did you go for lunch? What happened? What did you do? 
What did it feel like? She then uses the large group structure to col¬ 
lect a list of feelings, labels, assumptions, and stereotypes that were 
stimulated by wearing the button to lunch. 
Using the pair structure first, then the large group structure 
keeps the risk level lower initially, then raises it by asking learners 
to report and compare their responses in an attempt to identify pat¬ 
terns. An expectation that guides the processing questions of this 
activity is that the buttons will cause some learners to experience very 
direct internal and external homophobia more than they have before. 
Learners from past workshops have reported "feeling like [they] under¬ 
stand the fear that gay men and lesbians must experience." If anyone 
has this realization, it can be a real turning point in people's con¬ 
sciousness, and the facilitation of this discussion becomes important. 
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Again, everyone's experience must be validated, even those who chose not 
to take a button. 
The intern is careful to show how what the learners experience are 
examples of the manifestations of heterosexism, either through asking 
them or making the points herself. Her major role is to help learners 
make sense of their experiences based on new consciousness. 
2:00 - Systematic Socialization Cycle - Lecture - The S educator 
delivers a lecture discussing how the beliefs, assumptions and stereo¬ 
types that many people just encountered result from the systemic social¬ 
ization that shapes our own and others' attitudes about homosexuality 
(see Appendix). This lecture is intended to both confirm and contradict 
what has gone before. It confirms in that it gives context to and 
explains a wide variety of experiences of the learners both before the 
workshop and during it. It contradicts in that it summarizes and 
organizes many of the points about heterosexism that have been intro¬ 
duced as part of this new approach to naming and exploring the problem. 
The S educator involves the learners by asking them to call out ex¬ 
amples to illustrate several of the points in the lecture (stereotypes, 
cultural and institutional examples of heterosexism, rewards and punish¬ 
ments, results). This not only makes the lecture less in a dependent 
learning style and educator-focused, it also builds in investment with 
the perspective being presented. When learners can think of examples of 
how something is true, they are more likely to retain and agree with 
that perspective. 
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The S educator adds to the basic content of this lecture some in¬ 
formation about the structure and process of a system so that the nature 
of socialization can be better understood (see Appendix). This activity 
addresses goal two very directly by showing graphically how each of us 
is shaped by our socialization. It serves as an organized review of the 
confirmation stage of the workshop, and prepares the learners for more 
contradiction. Following this lecture, questions and discussion are 
invited until break. 
2:25 - Break - The educators welcome the speaker's bureau members, 
\ake them comfortable, and arrange chairs for them to be seated as a 
panel across the open space in the circle. 
2:35 - Introduction of Speaker's Bureau - The D educator introduces 
the panel members and their organization, giving a short history of the 
organization and its purpose which is consistent with the purpose of 
including the panel in the workshop. It is the philosophy of the 
speaker's bureau and these educators that the more direct contact a 
person has with someone who is different from him/herself, the less 
likely s/he is to remain ignorant, fearful, or hold stereotypes about 
that person. This panel is made up of lesbians, gay men, and bisexuals 
who are willing to talk about their lives and experiences in order to 
dispel misinformation and myths about who they are, and in order to 
offer information about the experience of heterosexism from gay and 
lesbian perspectives that learners may not have heard before. 
This activity addresses goals three, four, and five in several 
Some of the information presented will inevitably be new and ways. 
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possibly contradictory, but in addition, the opportunity to dialogue in 
a sanctioned setting about questions, confusions, and concerns, with 
people who represent a variety of knowledgeable points of view, affords 
the learners a chance to resolve some of the contradictions that may 
exist in their minds. Learners will hear not only the perspectives of 
other learners in the discussion segment, but they will hear the poten¬ 
tially very different perspectives of the panel, themselves. 
The structure for this activity is brief autobiographical sketches 
by each panel member, then open forum questions, answers, and comments. 
The structure is purposely informal to allow for all levels of partici¬ 
pation, and a feeling of safety. A panel member presents some guide¬ 
lines for the open forum, to insure that the conversations are respect¬ 
ful and everyone is heard. 
4:15 - Processing the speaker's bureau - After the panel has left, 
the D educator posts a list of questions on newsprint about the speak¬ 
er's bureau and invites the learners to read them silently, pick one or 
two that seem relevant and jot down answers to them. The questions are: 
What surprised you? What made you feel uncomfortable? What interested 
you? What new information did you learn? What question was left un¬ 
answered? What feelings were raised for you? 
After some reflection time, volunteers are invited to share their 
responses or any other comment about the speaker's bureau. The D educa¬ 
tor conducts an open discussion whose purpose is to put together the 
pieces of information, emotional response, and behavioral reactions that 
were present for learners during the first day of the heterosexism 
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workshop, and again to provide opportunity for the resolution of contra¬ 
dictions (goal four). In addition, goal five, to see and hear the per¬ 
spectives of others is addressed by this processing activity. The 
agenda allows plenty of time at the end of the day for this discussion 
so that reflection and closure can occur more effectively than in the 
first workshop. 
4:45 - Closure - The D educator asks learners to think of one word 
that captures the essence of the day, ties it together for them, and 
then to go around the group and say only their one word. This activity 
serves as a summarizer and synthesizer; it also includes each person 
again, so that someone who didn't speak in the previous segment will be 
reincluded in the group before leaving for the day. 
This activity addresses goal five, hearing other perspectives, and 
redirects the full attention of the group to one person at a time. 
Announcements or reminders are more likely to be heard in this way. The 
one word whip also allows educators to assess the point of view and 
attitude of learners who have not expressed themselves as much during 
the day. There is no homework for the second day of the workshop, so 
learners are dismissed until Sunday at nine o'clock. 
Heterosexism Workshop - Sunday, 9:00 to 5:00 
1 [00 - Informal milling, beverages, settling in. 
) H5 - Check-in circle - The D educator invites learners to form 
two groups in whatever way they want to review the previous day's reac¬ 
tions. Each group is facilitated by one of the educators and the focus 
is on four questions posted on newsprint as stimulators of discussion. 
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They are: What was the high point of Saturday for you? What remains 
confusing from Saturday? What is something you learned on Saturday? and 
What question would you like to have answered now? 
This activity reaffirms the importance of the learner's feelings 
and thoughts, renames any contradictions left from Saturday, gives op¬ 
portunity to offer any new thoughts that have come up, and provides an 
assessment of mood, readiness, energy level, and blocks so that educa¬ 
tors can make necessary adjustments in the design. It reviews goals one 
and two, current understanding and awareness, and addresses four and 
five through asking for opinions and dialogue that expose learners to a 
variety of opinions. 
The group is divided in half for time purposes, so that each learn¬ 
er will have more air time in the group, but not into smaller groups 
because then fewer opinions are heard. In each group the structure may 
be different depending on who and how many people are speaking. That is 
if only a few learners dominate the conversation, an educator may choose 
to ask people to go around the circle and each person respond when it is 
her/his turn, so that everyone can be heard. The outcomes of this ac¬ 
tivity may influence what happens next in the workshop design. 
10:00 - Film - "Word is Out" - This film is a documentary series of 
interviews with a variety of gay men and lesbians about their own lives 
and how they have experienced heterosexism. The S educator introduces 
it and invites learners to monitor their own reactions, questions, and 
thoughts, and be prepared to share them at the end of the film. Depend¬ 
ing on the timing of the film and the discussion at the midpoint when 
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the reels are changed, perhaps only one reel of the film will be shown, 
and more time allotted to processing. 
The film addresses goals three and five, introducing more informa¬ 
tion, and seeing the perspectives of others, while continuing to expose 
learners to more real people who can dispel the fears that result from 
ignorance. Like the speaker's bureau, this film focuses on people 
talking about how heterosexism has influenced their lives, only in the 
film there is more diversity of race, class and age among those whose 
stories are presented so the questions raised may be different. 
10:40 - Break 
11:00 - Processing the film - The D educator invites learners to 
choose a partner and answer two questions with their partners: What new 
information did you hear in the film? and What, if anything, made you 
feel uncomfortable in the film? These questions are meant to weed out 
anything repetitious and immediately disclose the areas that are most 
salient. The second question is high risk, and will be asked again in 
the large group once learners have had a chance to rehearse their re¬ 
sponses in pairs. Since we are well into the contradiction stage of the 
workshop by now, and hopefully, a level of safety exists, this and other 
questions like it can be asked more readily. 
The D educator brings learners back into the large group and asks 
more questions for discussion which include: What are some examples of 
the mechanics of heterosexism that these people experienced? What were 
their pressures, struggles, areas of discrimination? What parts of the 
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film touched you emotionally? With what points did you identify? What is 
going to stick with you from the film? 
This activity is meant to provide avenues for possible resolution 
of contradictions, and seeing the perspectives of others by making these 
content areas more common and visible. Exposure to things that are dif¬ 
ferent in a safe atmosphere can often improve a person's acceptance of 
that difference. The D educator guides this discussion toward the ask¬ 
ing of more challenging questions in order to "nudge" learners to try on 
new levels of acceptance and ways of understanding the issue. This 
point, nearly three-fourths of the way through the workshop, may be a 
good time to try pushing for some developmental stage change. Meeting 
resistance from some learners will simply mean that they are not ready 
for such change, but it does not necessarily mean they will not be ready 
later. 
11:45 - Summary lecture and discussion - The S educator attempts to 
pull together the content of the previous discussions of the manifesta¬ 
tions of heterosexism with the workshop model and summarize the nature 
of the problem. She introduces any points that may not have come up 
thus far in discussions, and locates them in the scheme of heterosexism. 
Points that should have been covered by this time about subordinates in¬ 
clude: internalized oppression, collusion, isolation, and stigma 
(legal, psychological, and religious). Points about dominants include 
the question of origin of sexual orientation, and the subtle unconscious 
assumption of heterosexuality and heterosexual privilege. 
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This lecture is presented as an informal collection of thoughts 
that encourages challenge and dialogue by asking learners to participate 
and react throughout, and that ends with a large group question that can 
be initially addressed before lunch or taken as a discussion question 
for the lunch break. That question is: From your current perspective, 
and in your present professional role, what is something you can do to 
make the lives of lesbians and gay men easier? 
The lecture is intended to help to synthesize all that has gone 
before and assist learners to determine what their current perspective 
is, while the question aims at beginning to connect that awareness to 
action (goal six). With this beginning attention to goal six, the work¬ 
shop shifts into an early continuity stage. The workshop has dealt with 
"what" and "so what" and now begins to address "now what." No new con¬ 
tent information is presented after this point, and therefore no addi¬ 
tional contradictory information is added. The focus from this point is 
on learners interacting with and attempting to make sense of their cur¬ 
rent environment. The lunch break marks a significant transition. 
12:30 - Lunch 
1:45 - Freire's Stages of Consciousness Model - The D educator of¬ 
fers a lecture introducing a three stage model for naming, analyzing, 
and taking action on one's experience of oppression conceptualized by 
Brazilian educator, Paulo Freire and refined by Alfred Alschuler. The 
model suggests that there are developmental stages of social conscious¬ 
ness from which we make sense of our oppression (whether we are oppres¬ 
sors or oppressed), and that the most advanced stage identifies the 
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problem as the "rules" and "roles" of the system, not any person or 
group of people. Thus the blame is not directed at anyone, and the 
possibility of suggesting solutions is enhanced. 
The educator describes the model giving examples of how each of the 
stages explains the naming, analyzing, and acting on incidents of heter¬ 
osexism. In the three final steps of the model, the educator asks the 
learners to think of personal examples in order to "try on" the stages 
as they are being described. Those examples are: a time you colluded 
in heterosexism and why, what you might have done differently with your 
current knowledge (both of which are elaborated with a partner), and 
what do we all need to make it easier to interrupt the system (a large 
group question for discussion). This final question is reported out, 
and the discussion directed toward categories of trusting others rather 
than blaming them, feeling personally empowered, and giving and accept¬ 
ing support and alliance. 
These three areas provide transition into the "now what" phase of 
the workshop in that they address goal six, connecting awareness to 
action. The Freire model suggests that we all need to work collectively 
to change a system which has victimized us all, rather than blaming each 
other because of our differences. This way of framing the problem is 
consistent with naming the problem heterosexism, a systemic phenomenon 
which causes people to experience homophobia. This activity falls into 
the phase of creating continuity for the newly forming frames of refer¬ 
ences to fit into. 
2:45 - Break 
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3:00 - Song - "Gentle, Loving People" - As learners are returning 
from break, the tape recording of the Holly Near song is played, and 
everyone is encouraged to sing along with it. The purpose of the song 
is to create a sense of unity among all the learners, and to reinforce 
that specific people are not to blame, and we must trust that, at least 
in the workshop group, people's intentions are to counteract heterosex¬ 
ism. This song is addressing goal six by setting the mood for naming 
concrete alliance building strategies. Music tends to raise emotional 
levels of involvement for some learners, and inspire expression. Again, 
the goal is to establish some continuity in which a new, more action 
oriented stance can be taken against heterosexism. 
3:10 - Ally Sentence Stems - After the D educator posts and ex¬ 
plains the guidelines for this activity, she uncovers a list of unfin¬ 
ished sentence stems, all of which must be preceded by "In order for us 
to become allies . . .," and all of which require learners to disclose 
their thoughts, feelings, or needs to others in the group. Obviously, 
this is a fairly high risk activity, so modeling the task may be impor¬ 
tant. 
The two educators sit on the floor opposite each other and alter¬ 
nate in completing three of the sentence stems each publicly, then, 
learners begin to participate, first voluntarily, then drawn out if some 
people to not speak. The content of these sentences answers the ques¬ 
tion: What do we need or need to know from others and from ourselves in 
order to be good allies for one another? 
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This activity addresses goal six, and again establishes emotional 
continuity for action in the future. It also cycles back to the per¬ 
sonal knowledge component with which the workshop started, thus insuring 
a higher level of involvement and personal relevance in interaction with 
the heterosexist environment. 
4.00 - Guided Imagery - A world of unity - The D educator invites 
the learners to get comfortable, relaxes them with deep breathing exer¬ 
cises, and guides them through a fantasy in their own minds in which 
there is no heterosexism limiting anyone (see Appendix). The activity 
asks learners to consider what that world would look like, and what 
kinds of socialization messages people in that world would receive. It 
asks them to step outside current limitations in their minds and prac¬ 
tice conceiving of different ways to be with each other that do not 
oppress anyone for her/his orientations. 
Again, goal six and continuity for a different world view are the 
targets for this activity with the action aspect emphasized in the shar¬ 
ing session after the guided imagery is over. The educator invites the 
learners to talk about what was different, what the new rules were, and 
how that world looked, felt, and made sense of everything. The discus¬ 
sion concludes with the suggestion that some of the differences, rules, 
and perspectives are possible now in this world, and anyone who is ready 
can start creating those changes in her/his environment. 
It is hoped that this activity leaves learners with a sense of 
optimism and hope that heterosexism is not so overwhelming that they are 
powerless to do something about it in their everyday lives. Though a 
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guided imagery is low risk structurally, it asks learners to go beyond 
the tangible and take risks in their own minds to make change. The 
activity attempts to tie together reality and vision for a better 
future. 
4:20 - Evaluation, assignment - The S educator distributes the 
written evaluations that are to be used for the dissertation project, 
reviews the agenda, and reminds the participants to fill them out as 
completely as possible in the allotted time. These evaluations serve to 
summarize the workshop's activities, and to help learners synthesize 
learnings from them. As she collects each person's evaluation, she dis¬ 
tributes to that person a packet of readings and an assignment sheet 
containing an explanation of the final paper (see Appendix). She ex¬ 
plans the assignment and answers any questions that learners may have 
about it or the readings. 
4:50 - Closure - The D educator asks people to reflect on what they 
have just written on the evaluations and share with the large group one 
insight that will remain with them after the workshop is over. The 
structure for this activity is a whip around the circle so that each 
person has a chance to speak in the order they are sitting. If someone 
is having trouble thinking of something to say, s/he can pass, and the 
educator will come back to her/him later. 
This structure is inclusive of everyone, thus making sure that 
everyone can participate at the end of the workshop as in the beginning, 
and no judgments are permitted on anything anyone says. Safety and 
comfort are as important as a final impression as they have been 
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throughout, so each contribution is validated either nonverbally, with a 
nod or a smile, or verbally with a "thank you" from the educator. This 
final group exercise addresses goal five and six in that each person's 
perspective is heard by the whole group, and often the learnings have to 
do with what one can do differently with the new information that s/he 
has gained. 
The learning whip also affords the educators an opportunity to 
assess what if any developmental movement has taken place for learners 
in the course of the workshop by comparing what they say now with what 
they said at the beginning of the workshop in the expectations, the 
hopes and fears activity, and the paired questions report out. Once 
this whip is complete, the educators may ask for personal feedback, the 
learners are dismissed, and the workshop is over. 
This section has described the design of workshop two as it was 
prepared by the educators and the intern. The following section identi¬ 
fies the changes, adjustments, and significant emerging themes that 
influenced the workshop during the actual conducting of it. 
Conducting Workshop Two 
This section describes the conducting of workshop two and is di¬ 
vided in two sections, a description of the learner group, and a summary 
of the workshop process with focus on the adjustments and the group 
needs or dynamics that caused them. Process observer comments serve to 
inform the elaboration of these adjustments and their causes, but 
detailed observations of unchanged segments of the workshop are not 
included here. 
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description of the learner group. The group who attended this 
second heterosexism workshop was made up of thirty-three people on the 
first day, twenty-three women and ten men. Six of the learners were 
Black, three men and three women, and the rest were white. There were 
no other racially oppressed people in the learner group. 
Graduate students, between the ages of twenty-three and forty, 
totalled twelve and there was one graduate student in her fifties. 
There were two continuing education students, one in her thirties and 
one in her fifties, and eighteen undergraduates between the ages of 
seventeen and twenty-three. All of the graduate students majored in 
human services or education, and all but two of them were in the work¬ 
shop as part of another course requirement. The continuing education 
students had no majors and no information was gathered about the majors 
of the undergraduates. 
This is a high ratio of graduate students and can probably be ex¬ 
plained by the requirement to take weekend workshops which is part of 
the graduate level social issues in education course. Those students 
who take the weekend workshop as a requirement must write an additional 
paper in order to receive graduate credit. Many of them are highly 
involved in studying and thinking about their own involvement in issues 
of oppression, and tend actively to seek ways to raise their own con¬ 
sciousness. They may find heterosexism more difficult to deal with 
because of its social stigma and invisibility, but the concept of taking 
risks for developmental growth is not an unfamiliar one. 
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Eight of the learners had taken either other social issues work¬ 
shops or another class in social issues in the School of Education, and 
these learners seemed to display behaviors and comments that suggested 
they were in resistance or (a few) in redefinition stages of development 
according to OLDT. This assessment is based on the fact that during the 
opening activities, some learners (the resisters) expressed surprise, 
outrage and sadness at the pervasiveness of heterosexism and how it 
touched them as well as others, which suggests that the contradictory 
information and experiences were being heard but not rejected. Others 
(the redefiners) were seeking new ways to be and new strategies to 
change the world. Several of the learners were social issues trainers 
themselves who attended to increase their repertoire of issues, and the 
rest of the group were totally new to the idea of social issues train¬ 
ing. 
Predictably, many of the new social issues students were just be¬ 
ginning to think about their involvement with issues of oppression, and 
were especially new to thinking about heterosexism as an issue of oppres¬ 
sion. This trend seems to explain the fact that there seemed to be more 
learners displaying behaviors and comments from the acceptance develop¬ 
mental stage than in the previous workshop. These behaviors took the 
form of resistance to information that contradicts what they learned, 
denial of the existence of a problem, belief in stereotypes and myths, 
and defensiveness at discovering one's own ignorance. More examples 
will follow in the section where adjustments are identified. 
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As these descriptions illustrate, the span of developmental levels 
represented in the workshop was quite large, thus presenting the educa¬ 
tors with the challenge of trying to meet a wide variety of needs with a 
single design. Some of the changes described in the second part of this 
section result from this challenge. 
Six learners did not consent to participate in the project, and 
three did not return on the second day of the workshop which means that 
only twenty-two evaluations are available for analysis in the next chap¬ 
ter. Of the six who did not sign consent forms, four were men, two 
graduates and two undergraduates, and the two women were graduate stu¬ 
dents, one of whom is the woman in her fifties. 
Of the three who did not return on Sunday, one was an undergraduate 
man, who gave no explanation but had shown resistance and withdrawal 
from the group's process on Saturday, one was an undergraduate woman, 
who gave no explanation but had taken the risk of coming out as a bi¬ 
sexual on Saturday, and one was a graduate woman who sent a message with 
someone else that a conflict arose suddenly that prevented her return. 
The loss of these three learners changes the dynamics of the group on 
the second day of the workshop. 
In terms of sexual orientation, besides the educators, there were 
two self-identified lesbians, one graduate and one undergraduate, two 
self-identified gay men, one graduate and one undergraduate, and one 
self-identified bisexual woman, who was an undergraduate. Approximately 
fourteen people identified themselves as heterosexuals and about nine 
remained undisclosed. These numbers reflect a different ratio than 
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those of the first workshop with either fewer subordinate group members 
in the learner group or fewer who felt safe enough to come out. Based 
on comments made by the undisclosed learners, and the developmental per¬ 
spectives from which they spoke, the former explanation seems more 
accurate. 
With this developmentally diverse population of learners, it is 
logical to predict varieties of responses to the design, and perhaps 
many changes in the original plan. The following section describes 
trends and themes which called for changes and adjustments during the 
conducting of the workshop. 
Summary of the Workshop Process 
With Focus on Adjustments 
During the first day of the workshop, the trends that emerged were 
related to the open discussion segments of the design. Discussions ran 
long because of active participation from the large majority of learn¬ 
ers, and presentation of a wide variety of developmental perspectives. 
Of the thirty-three learners, only five did not participate in the open- 
ended, voluntary processing, question, and discussion segments. Of the 
twenty-eight learners who spoke voluntarily, six spoke only once, seven¬ 
teen spoke with moderate frequency, and five spoke more than eight times 
each. No one dominated, but three of those five learners responded con¬ 
sistently at nearly every opportunity. 
The trend that is interesting in this communication pattern is that 
those five frequent speakers represented the full range of developmental 
perspectives according to the OLDT. One heterosexual woman was 
189 
particularly vocal about her acceptance of homophobic stereotypes and 
her discomfort and fear at considering change, while another hetero¬ 
sexual among the five struggled openly with the desire to find more 
effective ways to stop being heterosexist (redefinition). 
One of the high-frequency speakers was a man who asked questions 
that clearly had assertions in them rather than questions, and that were 
asked in a challenging or confrontive tone. They included (directed to 
the S educator about her coming-out story), "Don't you think that your 
early experience traumatized you and you became a lesbian in reaction to 
this?" (again, directed to the S educator), "How in the world can you be 
homophobic?" Later in the workshop, the man asking these questions came 
out as a gay man, and explained his manner by saying that he "wanted to 
stir some things up." This behavior pattern is not uncommon in the 
active resistance stage of OLDT when anger and guilt serve as motiva¬ 
tors, and confrontation is a vehicle for resisting the dominant thought. 
Some examples of other comments from learners that exemplify the 
acceptance stages of OLDT are: (directing her comment to the D educa¬ 
tor) "I'm uncomfortable. I want to accept and be open-minded around 
people like that, but . . ." "I'm afraid for my children, that they're 
going to be 'that way.'" "I'm afraid I can't be comfortable around 
people like that. I'm not about to change and accept it fully." "The 
ones who really go all out and dress like that (cross dress) arc 9^y* 
"Do lesbians wear earrings?" "What does your ("Lesbian Mother") button 
mean?" "Why are so many gay men effeminate?" 
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Other comments suggesting resistance and redefinition stage devel¬ 
opment are: "I want to learn educational strategies (to combat hetero¬ 
sexism) without hitting people over the head." "The outside world isn't 
safe. This is an empowering atmosphere. My fear is that it isn't so 
easy to apply it out there." "I want to know how to help gay students, 
and how to choose curriculum that's not heterosexist." 
One man in particular was withdrawn, and did not participate in the 
activities of this first day, despite gentle invitatons and check-ins 
from the educators and other group members. He did not return on Sunday 
and it was not possible to determine his perspective. Several other 
learners said very little, but appeared through body language and other 
non-verbal cues, as well as comments during whole-group activities, to 
be present and attentive, though not speaking. 
This broad scope of developmental perspectives, many of which were 
verbalized, stimulated lively discussion and disagreement not only among 
the learners at opposite ends of the developmental scale, but also among 
the majority of learners who were somewhere in between. The direct 
result of longer discussions was that the afternoon segment of the 
workshop lacked sufficient time. In order to adjust for the lack of 
time, the systemic socialization lecture was shortened to an overview, 
and the format of the processing session after the speaker's bureau was 
altered to become large group reaction whip instead of a paired discus¬ 
sion, then large group discussion. This alteration was suggested from 
the learner group both to save time and to enable everyone to hear what 
everyone had to say. 
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There were no other adjustments in the design of the first day of 
the workshop, however following the class, two learners approached the 
educators with questions or concerns. One woman's concern was that if 
the workshop was on heterosexism, when were we going to focus on hetero¬ 
sexuals instead of homosexuals. She seemed to have some confusion about 
the term "heterosexism," so the educators explained the roles of hetero¬ 
sexuals and homosexuals in the phenomen of heterosexism again, and asked 
if that made better sense. She replied that she expected to be talking 
more about heterosexuals and heterosexuality, and she was disappointed. 
Following this exchange, the educators questioned whether they had 
stated the goals and focus of the workshop clearly enough, or whether 
this learner was so deeply embedded in the active acceptance stage of 
OLDT that she was unable to see the power differential central to 
heterosexism. 
The other learner's concern was similar and yet coming from a clear 
redefinition stage perspective. He stated a hope that in the second day 
of the workshop, there would be attention to the role of the hetero¬ 
sexual in heterosexism. He pointed out that just as white people must 
explore their whiteness and experience of being white in order to 
unlearn their racist beliefs, he believed that heterosexuals must 
explore their sexual orientation and socialization as heterosexuals to 
unlearn their homophobic beliefs. The educators agreed to consider this 
feedback and rethink the workshop design to give more time to that 
focus. 
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Soon after the learners left, the educators learned that the film 
previously scheduled for the second day had not been returned to the 
film library, and was not available. They contacted several other pos¬ 
sible sources for the film, but were unable to locate another copy. 
This development necessitated redesign of the Sunday late morning seg¬ 
ment and made time available to address the two learners' concerns. 
The result of this redesigning process was that Sunday's design 
contained two major changes which were announced at the beginning of the 
session. The first was to insert a review segment which focused on the 
shortened lecture on socialization and the basic definitions and mechan¬ 
ics of power in relation to heterosexism. This review would follow 
immediately after the check-in circle in the morning to allow everyone 
to feel oriented to the material. 
The second change was to use the time that had been set aside for 
the film and its processing to explore aspects of the heterosexual ex¬ 
perience as it relates to heterosexism. The activities which were de¬ 
signed to accomplish this goal were a lecture/experiential activity on 
the privileges and costs of heterosexism to heterosexuals and a small 
group activity with the focus on identifying the causes for celebrating 
all the sexual orientations. 
The first activity consisted of a brief lecture on the definition 
of heterosexual privilege (see Appendix), a brainstorm of examples of 
privileges, introduction of the concept that inherent in every privilege 
is a cost to heterosexuals, presentation of some examples of costs, and 
a small group task of identifying the costs in at least five of the 
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privileges from the brainstormed list. This activity was done in 
heterogeneous groups, and then processed in the large group by reporting 
out results and reactions. 
The celebration of sexual orientations activity required learners 
to remain in those groups and to generate a list as long as possible of 
the causes to celebrate heterosexuality, bisexuality, and homosexuality. 
Those brainstormed lists were shared with the whole group, and ap- 
plauded. 
Another spontaneous change occurred when the group was asked to 
split in half for the check-in circle, and they wanted to remain in the 
whole group. The educators agreed, and asked that each person respond 
to the check-in question in a whip format so that each person's voice 
would be heard. 
A major trend that emerged in the second day of the workshop was a 
higher level of emotional risk-taking resulting in more self disclosure 
from all perspectives and an impatience with lecture information. It 
seemed that the group was needing to react more to the ideas that they 
had taken in during the first day, and they could not take in any more 
data until they had digested the first day's material. 
Some events and comments which exemplify this trend toward higher 
emotional risk are: In the check-in circle, one woman came out as a 
lesbian, and received many empathetic comments, and appreciations from 
other members of the group. A man who had been silent the first day 
voiced his homophobic resistance to gay rights and ascribed it to his 
strong traditional religious beliefs. He was also supported by the 
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group. A Black man talked about the strong racial messages he had re¬ 
ceived that homosexuality is a white person's disease." He acknow¬ 
ledged that he was struggling to unlearn the prejudice inherent in that 
message. A woman expressed her sense of feeling defensive by saying 
that this privilege stuff is making me feel like I'm horrible as a 
heterosexual —like as a whole group we are mean to all gay people-like 
we're stupid." 
Generally, the group disengaged in theory discussion, and moved 
spontaneously into emotional responses to already existing data. This 
trend became even more obvious when Freire's consciousness raising model 
was presented as an organizer to "nudge" learners into thinking about 
doing something differently in relation to heterosexism in their lives. 
Attention and participation were high in the phases of the model which 
asked them to identify and examine the perspectives that they had held 
in the past. They also seemed willing and able to name ways they had 
colluded in heterosexism, but when the task became to identify ways 
"they would act differently now, based on their new information," it 
became clear to the educators that not everyone would act differently. 
The resistance to this question was voiced in the report out from this 
activity, when several learners stated clearly that they were not ready 
to start changing things yet. 
Some learners said that they didn't know, they would need more time 
to think about all the new information they had acquired before knowing 
what they might do. Others said that they were not ready to do any¬ 
thing, and still others expressed clear readiness to take action to 
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interrupt heterosexism. Developmental levels, according to the OLDT, 
seemed to be predictors of the responses to this action taking segment, 
so that it was appropriate in the design for active resistance and 
redefinition stage learners, and premature for acceptance and passive 
resistance stage learners. A comment was made by one redefinition stage 
learner that it appeared to him that a "party line" for how to be in 
relation to heterosexism was emerging, and we needed to be careful not 
to impose "shoulds" on learners who do not share the same perspectives. 
The process observer commented that reporting out on the action strategy 
activity seemed high risk, and seemed to provoke resistance among 
learners. 
During the ally building activity, two learners, in particular ex¬ 
pressed defensiveness and guilt at not being able, in good conscience, 
to agree to be allies with lesbians, gay men, and bisexuals. They 
talked about feeling "put down" by one of the examples of an ally state¬ 
ment modeled by the S educator. She said, "In order for us to be 
allies, something that I want you to know about me is that I love not 
having to worry about gender boundaries in my relationships." One 
learner interpreted that to be a "trashing of heterosexual relation¬ 
ships" in comparison. The process observer made notes to the effect 
that the statement could have been worded differently so as not to 
trigger already defensive learners. 
These final segments of the workshop contained dialogue, resistance 
and managed conflict among participants and educators about this emerg¬ 
ing "party line" that homosexuality and bisexuality are viable 
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lifestyles along with heterosexuality, and that one "should" combat the 
oppression of lesbians, gay men, and bisexuals in order to benefit 
everyone. Interestingly, these are the same assumptions that were 
shared at the beginning of the weekend as explanation of the perspec¬ 
tives of the social issues training project and of educators, and on 
which the workshop is based. 
The transition from this highly animated discussion into the next 
segment, a guided visualization, was rough and difficult to accomplish 
given the shift in mood and participation levels that were required. 
Some learners did not participate, some left the room, some fidgeted, 
some fell asleep, and others followed directions, and appeared to be 
participating. Again, those who did not participate in this activity 
were the learners who had been resisting previous alliance-building 
activities, and reporting defensiveness. 
Following this activity, and the realization of the educators that 
it had not been well received by some, the process for the closure ac¬ 
tivity solicited everyone's perspective, validated it, and the educators 
talked about the fact that it spoke well of the trust levels in the 
group that people felt safe enough to disagree, represent different 
points of view, and express strong emotion. The educators also reminded 
learners to respond honestly and in detail to the evaluation questions 
about the workshop. 
The changes and adjustments in the workshop design incorporated 
concern for outside influences (unavailability of the film), as well as 
for emerging dynamics of the group, and reflected the educators use of 
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anti-oppression principles to both "read" the situation, and "flex" to 
adjust to it. 
This chapter has described the two heterosexism workshops which 
were designed and conducted applying the theoretical model for hetero¬ 
sexism education. The following chapter reports the results of the 
evaluations done to determine the degree to which these workshops met 
their stated goals. 
CHAPTER IV 
EVALUATIONS OF THE WORKSHOP DESIGNS 
This chapter reports the results of the evaluations conducted for 
the two heterosexism workshops designed for this project. The introduc¬ 
tion reviews the stages of the design process, and introduces the learn¬ 
er evaluation instrument, and its connection to that process. The rest 
of the chapter is divided in two sectins corresponding to the two work¬ 
shops, and each section contains charts of the learner evaluation 
responses, a narrative description of those responses with examples from 
learners, and comments from the educator evaluations and from the pro¬ 
cess observers' worksheets. The chapter closes with a summary of 
results presented as areas of success and areas for improvement in the 
designs. 
Introduction 
The design process consisted of choosing goals for the educational 
experience, assessing learner characteristics, and using those two 
bodies of information along with principles of AOE to create a learning 
environment that helps those learners reach those goals. The six goals 
derived directly from the AOE theoretical model presented in Chapter II 
of this project are: 
(1) To help each learner articulate and consciously examine their 
current understanding of heterosexism as an issue of oppression. 
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(2) To engage and broaden each learner's scope of awareness and 
knowledge by examining personal and social manifestations of heterosex¬ 
ism from learner's experience. 
(3) To introduce information to contradict traditional misinforma¬ 
tion about heterosexism which may stimulate confrontation and discussion 
among learners attempting to understand the phenomenon. 
(4) To provide opportunities for resolution of contradictions at 
more adequate levels of meaning and action than were previously avail¬ 
able to learners. 
(5) To promote increased ability to see the perspective of others 
and to act with more options based on these perspectives. 
(6) To help learners connect their awareness with action in a way 
that is relevant to their own developmental growth and social change in 
their environment. 
These goals, along with the learner assessment described in Chapter 
III and the principles of AOE described in Chapter II influenced the 
choices made to create the desired environment. The tasks involved in 
the design stage include choosing the content, shaping the social cli¬ 
mate, designing the sequence of learning activities, and differentiating 
the educators. The helpful AOE principle in the area of content had to 
do with balancing private knowledge and public knowledge. 
In the area of emotional climate, there were several important 
areas to attend to. They were: establishing guidelines for group 
communication, enforcing those guidelines, including and affirming every 
learner, being clear and focused about what learners could expect. 
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modeling desirable behaviors, avoiding surprises, and providing for 
emotional closure at the end of the learning experience. 
Differentiation of the educators was described in Chapter III as 
part of the process of applying the principles of AOE to this heterosex¬ 
ism project. The educators' philosophies and styles shaped the deci¬ 
sions about the workshops in every way, so that it is important to 
remember that the results reported here would have been very different 
if the educators had been different. 
In the area of designing the sequence of learning activities, sev¬ 
eral AOE models informed the process, and the format that provided the 
overall organization was Kegan's three stages of a facilitating environ¬ 
ment for developmental growth. Kegan says that people who are experi¬ 
encing developmental movement often have a sequence of responses that is 
predictable, defending their present world view, surrendering that world 
view when it seems no longer adequate, and reintegrating with a differ¬ 
ent, more adequate world view. Educators can facilitate this develop¬ 
mental movement by creating an educational environment that welcomes 
each of these responses (Kegan, 1982). The stages that he describes are 
confirmation, contradiction, and continuity. 
The objective of the confirmation stage is to help learners feel 
validated, supported, included, and unthreatened personally as they ini¬ 
tially defend their currnet world views. This objective is best accom¬ 
plished by attending carefully to the emotional climate of the workshop, 
building trust through effective sequencing of workshop activities, and 
good managing of interactions. 
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The objective of the contradiction stage is to introduce informa¬ 
tion or experience that may be moderately dissonant with the learners' 
world view, and to provide opportunity for learners to interact with 
that new content. Too much dissonance can cause learners to continue to 
defend, and not consider new information, and too little dissonance 
provides no challenge to the current world views. This objective is 
best, accomplished by using the format suggested by Weinstein and Bell to 
insure that no important aspect is overlooked. The steps in that format 
are: present an organizing model for examining the new information, 
conduct the activity that generates the new information, ask learners to 
react to both the content and the process of the activity (this is 
called "processing the activity"), invite discussion about the informa¬ 
tion generated, suggest or faclitate synthesis of the new information, 
and create a transition between this information and the next activity 
in the agenda (Weinstein and Bell, 1983). 
The objective of the continuity stage is to provide opportunity for 
the learners to identify any areas of confusion, new conclusions, or new 
frames of reference that might have resulted from the contradiction 
stage, and to begin to resolve questions, synthesize insights, uncover 
implications, and integrate these results with their experience in the 
world. This objective can best be accomplished by asking synthesis 
questions, naming applications for insights, sharing feedback and 
evaluation, providing resources or direction, and suggesting next steps. 
These three stages, confirmation, contradiction and continuity, are 
the categories used for formulating the learners' evaluation questions. 
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and for organizing the presentation of the evaluation results. A more 
complete description of the three stages appears earlier in Chapter II. 
The evaluation attempted to determine to what extent the education¬ 
al environment facilitated development with relation to heterosexism, 
that is, to what extent the learners experienced confirmation, contra¬ 
diction, and continuity during the workshop experience. 
Learners were asked to answer fifteen questions which sought their 
perceptions about the impact of the workshop design on their learning 
experiment. Those questions are: 
(1) To what extent did the workshop help you feel more comfortable 
in talking about heterosexism? 1 2 3_4_5 
(l=not at all and 5=very much) 
What parts of the workshop did this? 
(2) To what extent did the workshop ask you to recall or use: 
A. your own experiences? 1_2_3_4_5 
B. your personal knowledge? 1_2_3 4 5 
C. your opinions? 1_2_3^5 
What parts of the workshop did each of these? 
(3) To what extent was the plan of the workshop made clear to you? 
1_2_3_4_5 
What parts of the workshop did this? 
(4) To what extent did you feel out of place, uncomfortable or 
confused? 1_2_3 4 5 
What parts of the workshop did this? 
203 
(5) To what extent do you feel you gained new or different infor¬ 
mation than you had heard before? 12345 
What parts of the workshop did this? 
(6) To what extent were you given an opportunity to exchange opin¬ 
ions with other participants or facilitators? 1 2 3 4 5 
What parts of the workshop did this? 
(7) To what extent did it feel safe to express your point of view? 
1_2_3_4___5 
What parts of the workshop helped? 
What parts of the workshop hindered? 
(8) Identify an issue that you are thinking about differently than 
you did before the workshop. 
(9) Which parts of the workshop helped you think about it differ¬ 
ently? 
(10) Trace your personal pattern of thinking as it changed. 
(11) What parts of the workshop left you feeling unfinished, con¬ 
fused or unclear? 
(12) What issues or ideas need more time in this workshop? 
(13) To what extent were you encouraged to do something different¬ 
ly? 1_2_3_4_5 
What parts of the workshop did this? 
(14) List three personal learnings from the workshop. 
(15) How will you apply these learnings in your life? Give speci¬ 
fic examples. 
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Each of these questions relates to the creation of Kegan's stages 
and the responses are charted according to that relationship. The edu¬ 
cators of each workshop also commented on the design's effectiveness, 
and the process observers' comments were collected in addition to their 
observation notes, following the workshop sessions. Educator and pro¬ 
cess observer comments, as well as relevant learner comments, are 
included in the narrative descriptions of results but are not charted. 
Learner comments are paraphrased for conciseness, clarity, or parallel 
structure, but the meanings are never compromised in the interst of 
those goals. 
The charts and the narratives are organized using the question "To 
what extent did the design and process of this workshop successfully 
create this stage of the learning environment?" as the stimulus. Though 
the designs differed, the same stages and evaluation questions were used 
for both workshops, so the format for presenting both sets of results is 
the same. 
Workshop One 
The information presented in the following chart and narrative 
comes from the seventeen evaluation forms received from learners at the 
close of the first heterosexism workshop. These evaluations are anony¬ 
mous so that no connections can be made between persons mentioned in the 
description of the workshop process and those submitting evaluations, 
however comments may refer to the gender, the sexual orientation or the 
perceived developmental stage of the respondent. In these cases, either 
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direct disclosures or clear cues from the evaluation form have provided 
the substantiation for the comment. In the case of perceived develop¬ 
mental stage, most often the learners have expressed feelings, atti¬ 
tudes, or conclusions about content that indicate the developmental 
level with which they are making sense of the particular material. The 
author's perceptions are subjective, but clearly grounded in the OLDT 
theory, described in Chapter II. 
For each workshop, there are three charts presented one for each of 
Kegan's environmental stages. Each chart lists the evaluation questions 
that address that stage and then reports the following: 
- Totals of responses on the continuum questions, 
- the most common citations of workshop activities that affect those 
responses, 
- summary of any relevant explanations or examples. 
The narrative that follows each chart explains the connections between 
stage and evaluation question, and gives more detail on the responses 
about each stage. 
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Confi rmation 
The objective of the confirmation stage is to help learners feel vali¬ 
dated, supported, included, and unthreatened personally as they initial¬ 
ly defend their current world views. The evaluation questions that 
address this stage are #1, #2, #3 and #7. 
1) To what extent did the workshop help you feel more comfortable in 
talking about heterosexism? 
1 111 1 111111 11111 
1 2 3 4 5 
not at all very much 
Activities identified by 5 or more people: 
Concentric circles Homophobic experience recall 
Guided memory "Pink Triangles" discussion 
Myths Ally sentence stems 
2) To what extent did the workshop ask you to use your experience, 
knowledge, or opinions? 
1111111 
11 11111111 1111111 
11 11111 11111111 1111111 
1 2 3 4 5 
Activities identified by 5 
Homophobic experience 
Word association 
Guided memory 
A1ly sentence stems 
people: 
Anonymous sentence completions 
Concentric circles 
Rules list 
Myths 
or more 
recall 
3) To what extent was the plan of the workshop made clear to you? 
1 1 1111111 1111111 
1-2 3“ 4 
Activities identified by 4 or more people: 
Welcome and introduction Homework assignment 
Goals, agenda, guidelines Action continuum 
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7) To what extent did it feel safe to express your point of view? 
1 1 11111 1111111 11 
1 2 3 4 5 
Activities that helped (4 or more): Activities that hindered: 
Guided memory Reverse world fantasy 
Homophobic experience recall Homophobic experience 
Ally sentence stems recall 
Narrati ve 
The confirmation stage of the workshop can be evaluated by measur¬ 
ing to what extent learners felt comfortable, safe, clear about what to 
expect, and to what extent their personal knowledge was solicited and 
legitimized. Evaluation questions one, two, three, and seven sought 
learners' responses on those issues. 
A majority of learners reported that the workshop helped them to 
feel more comfortable talking about heterosexism, and that they felt 
safe expressing their points of view on the subject. In response to 
question one, fifteen learners of the seventeen reporting responded with 
a three, four or five on the continuum, where one means "not at all" and 
five means "very much," and only one person marked two. 
Eighteen different workshop activities were cited by learners as 
having contributed to their comfort in talking about heterosexism. 
Those activities which were identified by five or more learners were the 
concentric circle paired sharing activity, the guided memory of an early 
same-gender friendship, the discussion of myths about lesbians and 
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gay men, the homophobic experience recall, the discussion of the film. 
Pink Triangles, and the ally sentence stem completions. 
Learners' comments included that certain activities stirred emo¬ 
tions, opened up deeper levels of talking, encouraged people to reveal 
themselves by talking in front of the whole group, and made the issue 
more an integral part of the self. Others said they liked sharing 
important things, playing and listening to others as part of the work¬ 
shop. 
Question two asked learners to what degree the workshop asked them 
to use their experience, knowledge and opinions. Twenty-one responses 
fell in position five on the continuum, sixteen on four, seven on three, 
two on two, and none on one. There seemed to be agreement that their 
experience was soliciated as content for the workshop. Eight activities 
were identified by five or more learners as the ones which did this. 
They were the homophobic experience recall, word association, guided 
memory, ally sentence stems, anonymous sentence completions, concentric 
circles, same gender rules list and myths. 
Learners commented that every activity did this and it was impor¬ 
tant to them to have their perceptions and experiences legitimized. 
Other comments included things like these activities brought up impor¬ 
tant questions about self, there was a good balance of personal experi¬ 
ence sharing and information, and it helped me to see my earlier reac¬ 
tions and to understand them better. No one described a level of dis¬ 
satisfaction with this goal, but the two learners who responded in 
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position two on the continuum offered no explanation, so there may have 
been some that was not articulated. 
The third evaluation question asked learners to what extent the 
plan of the workshop (learning context) was made clear to them. Accord¬ 
ing to learner responses, the question was interpreted to mean several 
different things, the agenda/schedule, the purpose and goals, and the 
philosophical assumptions and perspective. Seven learners said very 
much (position five), seven were in position four, one was at three, and 
one was at two and a half. Four or more people identified the following 
activities as helping with that clarity: welcome and introductions, 
goals/agenda/guidelines (included assumptions), homework assignment, and 
action continuum. 
Comments from learners included that there were no hidden agendas, 
that they were prepared for every activity, including changes in the 
design and the reasons, activities were clearly explained, and one 
learner said that s/he didn't think the goal about moving toward action 
had been explained explicitly enough. Only this one comment reflected 
some discomfort with the workshop plan in this question, however similar 
concerns were reported under questions eleven, twelve, and thirteen. 
Question seven asked learners to rate the degree to which it felt 
safe to express their points of view, and the responses were clustered 
around three and four on the continuum, with two learners at five, one 
at two, and one at two point five. Fourteen activities were cited as 
helping people feel safe, and six as hindering. The most commonly 
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identified helping activities were the guided memory, the homophobic 
experience recall, and the ally sentence stems. 
Learners indicated that some of the hindering activities, specific¬ 
ally the reverse world fantasy and the homophobic experience recall, 
brought up past fears, a sense of needing to be perfect or say the right 
thing, a fear of saying something that would hurt someone, the experi¬ 
ence of denial, and unsureness of what others in the group were thinking 
and feeling. 
Helpful aspects were when others spoke up, when learners or educa¬ 
tors encouraged or supported people who took the risk to share some¬ 
thing, and when music served to pull people together. Two learners 
reported a high feeling of trust, even during the activities identified 
as hindering. 
Both educators reported a high degree of satisfaction with the de¬ 
gree to which the workshop confirmed learners. They cited the concen¬ 
tric circle activity, the guided memory and the homophobic experience 
recall as primary in soliciting articulation from learners. They also 
felt that the observance of the communication guidelines contributed 
greatly to confirming all views expressed. In addition, the S educator 
identified the word association activity and the processing discussion 
for the button activity as places where some learners shared openly, and 
the group's attention and energy were high. The educators drew evidence 
from the number of learners who disclosed their sexual orientation, re¬ 
sponses on evaluations, and comments that relate directly to this stage 
in the learning environment. 
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Observers agreed that the concentric circle activity addressed the 
confirmation stage and they suggested that the questions that emerged 
during the discussion of hopes and fears also recognized existing con¬ 
cerns and accepted them as valid. One of the insights shared in the 
closure activity suggested that the learner felt safe to express her 
opinion, even though people disagreed with her. 
Observers commented that different levels of understanding began to 
be expressed during the word asssociation activity, and those whose 
understanding was more developmentally advanced tended to be the self- 
identified subordinate group members and one dominant who talked more 
than the other learners. This trend may have begun to polarize the 
group into those who had a lot of experience with the issue and there¬ 
fore were perceived to "know more" (however opinion-based or inaccur¬ 
ate), and those who were more naive or "feeling stupid or afraid," and 
so stayed quiet. 
This trend has implications for confirmation in that, even though 
all opinions expressed were listened to and invited, some learners may 
have felt more confirmation than others because of the stated assump¬ 
tions of the workshop, and the fact that the learners who seemed to 
"know more" about the subject tended to disagree with, and to begin to 
dominate those who knew less. Some of the dominating learners were less 
than confirming, and influenced the norm of the workshop discussions. 
These observations bring up the question how do educators include and 
confirm everyone in a group when they are at very different developmen¬ 
tal stages from one another? 
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Observers identified the guided memory as a very helpful activity 
for engaging learners on a confirming personal level, and felt that the 
myths activity, and the reverse world fantasy and role plays worked 
against confirmation of some learner's perspectives. Educators and 
observers agreed that stating that the workshop assumes that hetero¬ 
sexism is bad, and that people attending agree and want to interrupt it 
may have made it difficult for learners with dissenting opinions or 
experiences to feel comfortable in the group. Stating this workshop 
assumption may have stifled some of the engagement and exploration among 
learners who disagreed, even though they did not report feeling stifled. 
Observers reported some learners not participating, and they tended to 
be those people who had had less exposure and more acceptance level 
responses earlier. 
In summary, the confirmation stage of workshop one was accomplished 
only moderately well. The majority of learners whose world views were 
somewhat consistent with the assumptions of the workshop were confirmed 
adequately, but the few, quieter learners who did not agree with the 
assumptions of the workshop did not experience the same levels of con- 
fi rmation. 
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Contradicti on 
The objective of the contradiction stage is to introduce information or 
experience that may be moderately dissonant with the learners' world 
view, and to provide opportunity for learners to interact with that new 
content. The evaluation questions that address this staqe are #4 #5 
#6, #8, #9, and #10. 
4) To what extent did you feel out of place, uncomfortable, or 
confused? 
111111 1 11111 1 111 
T 2 3 4 T 
not at all very much 
Activities identified by 4 or more people: 
Reverse world fantasy Homophobic experience recall 
Role plays of critical "Pink Triangles" 
incidents 
5) To what extent do you feel you gained new or different information 
than what you had heard before? 
1111 
i mi mn m 
1 2 3 4 5 
Activities identified by 3 or more people: 
4 people said all activities Myths 
Homophobic experience recall "Pink Triangles" 
6) To what extent were you given an opportunity to exchange opinions 
with other learners? 
11111 
ii mm nm 
1 2 3 4 5 
Activities identified by 5 or more people: 
8 people said all activities "Pink triangles" disc. 
Ally sentence stems Reverse world disc. 
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8) Identify an issue about which you are thinking differently than 
you did before the workshop. 
19 different issues were identified 
7 intrapersonal 
7 interpersonal 
5 societal 
9) Which parts of the workshop helped? 
All learners responded 
4 people said all parts helped 
Activities identified by 7 or more were: 
Homophobic experience recall 
Myths 
10) Trace your personal pattern of thinking as it changed. 
All learners responded. 
12 described a change in point of view 
Examples: from not dealing with to questioning my own 
sexuality 
feel less judgmental, want more information 
started out frightened, doubtful I could help, 
now I see a next step 
Narrati ve 
The confirming stage of the workshop attempted to help learners to 
feel accepted and comfortable with how they are looking at the world so 
that they are not threatened when it is challenged by the introduction 
of ideas and information that may contradict what they have believed in 
the second stage of the workshop. The contradiction stage includes 
introducing different information and opinions that may challenge the 
comfort level that learners have experienced with their present world 
view, cause some emotional reactions and confrontation among learners, 
and facilitate their looking at some ideas differently than they have 
before. The evaluation questions that assess the degree to which 
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contradiction was accomplished in the workshop are four, five, six, 
eight, nine, and ten. 
Question four asks to what extent did you feel out of place, uncom¬ 
fortable or confused? This question begins to test for feelings of con¬ 
tradiction or confrontation after the comfirmation stage has been 
addressed. Learner response was distributed along the continuum in the 
following way: none at position five, three at four, one at three and a 
half, five at three, one at two and a half, six at two, and one at one. 
This suggests that the average feeling was a little to the comfortable 
side of middle, i.e., there was some discomfort, but it was not extreme. 
Only one person was perfectly comfortable, not confronted by any part of 
the workshop. This result is consistent with the goal of creating mod¬ 
erate confrontation to promote developmental stage movement. 
Activities cited by four or more learners as those which created 
the feelings of discomfort were: the reverse world fantasy, role plays 
of the critical incidents, homophobic experience recall, and "Pink 
Triangles." Learners gave a variety of reasons in the comments follow¬ 
ing this question, and they included: My discomfort reflected the mood 
of the group, my own shyness and fear of saying something wrong intimi¬ 
dated me, some activities created dissonance . . . that's good . . .it 
helps growth, the readings seemed to pull me in the wrong direction, I 
was hesitant about my own sexual orientation, so I didn't speak up, I 
felt drianed, I needed some heterosexual opinions, I was afraid of 
offending someone, but it subsided. 
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Question five asked to what extent do you feel you gained new or 
different information than what you had heard before? No one was indif¬ 
ferent about this issue, there were no responses at position three. 
Three learners said five, nine said four, four said two, and one said 
one. The fact that one person reported gaining no new informaton at all 
and four gained very little is of serious concern to the educators, so 
that they reviewed those learners' evaluations to get more information. 
Of the five evaluations reviewed, all of them did report three 
learnings in response to question fourteen (to be reviewed later), the 
majority of which were interpersonal and intrapersonal awarenesses, 
rather than informational or intellectual. The person who said she 
gained no new information listed learnings related to her own lack of 
trust, anger and feeling of "not being supported as a lesbian in the 
community in general." 
Four of the five learners in this category identified themselves as 
subordinates in their evaluations, and in the comments sections identi¬ 
fied at least one piece of new information. Three of them identified 
the Kinsey continuum as providing that new information. It appears that 
the responses to question five reflect variables other than just new 
information learned, i.e., social group membership, developmental stage, 
and connotation given to the word "information" in the question. These 
results suggest the need for more careful wording of evaluation ques¬ 
tions. 
The activities cited by four or more of the learners as providing 
new or different information were: the homophobic experience recall, 
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myths, and "Pink Triangles." Four people also said that all the activi¬ 
ties of the workshop provided new information. 
Question six solicited views on to what extent were you given an 
opportunity to exchange opinions with other learners? There was a clear 
pattern of agreement that the workshop provided ample opportunity to 
exchange opinions. Nine learners marked five on the continuum, six 
marked four, and two marked three. Eight learners said that all the 
activities in the workshop did this, and specific activities identified 
by five or more people were: the ally sentence stems, discussion fol¬ 
lowing "Pink Triangles," and the discussion following the reverse world 
fantasy. 
Questions eight, nine, and ten did not ask learners to respond on a 
continuum, but rather to identify issues, connect them to aspects of the 
workshop, and trace thinking patterns, so the results will be summarized 
differently than previous questions. 
Question eight asked learners to identify an issue about which they 
are thinking differently than they did before the workshop. Nineteen 
different issues were identified, of which seven were intrapersonal 
issues, seven were interpersonal, and five were cultural or societal. 
Some examples of intrapersonal issues are: awareness of how I collude, 
as a lesbian, in a nonsupportive system; knowing now that it is okay to 
question/examine my own sexuality; increased awareness of my own ignor¬ 
ance and resulting participation in homophobia. 
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Interpersonal issues identified include: I'm examining my hesita¬ 
tion to take action against homophobia; I understand better the diffi¬ 
culty of "coming out"; I'm finding my own pattern of risk-taking. 
Some societal issues identified are: that lesbian and gay love is 
not taken seriously, it's only seen as sexual; the extent to which homo¬ 
phobia affects heterosexuals; I may decide to become involved in gay 
politics. 
When asked which parts of the workshop helped learners to think 
about their issue differently (question nine), all learners responded. 
Four people said the whole workshop influenced their thinking, almost 
all of the activities were identified, but those listed by seven or more 
learners were the homophobic experience recall, and the myths. Two 
learners also commented that even the uncomfortable, risky parts of the 
workshop pushed them to think differently, especially the open discus¬ 
sions following activities. 
Question ten invited learners to trace their pattern of thinking as 
it changed. All the respondents were able to do that and twelve de¬ 
scribed a movement in their point of view from the beginning of the 
workshop to the end. Some examples are: from not dealing with my own 
sexuality to questioning it; feeling less judgmental than before but 
still needing more information; started out frightened, doubtful I could 
help, now I see a next step. 
Educators and observers tended to evaluate this stage in parts, 
providing or soliciting contradictory information, stimulating confron¬ 
tation, and promoting discussions that might lead to resolution of 
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contradictions. There was agreement that a wealth of information was 
shared, but disagreement about discussion energy and its direction. 
The D educator maintains that the scope of and participation in 
discussion were narrowed by not inviting comments and asking for consen¬ 
sus on the assumptions presented at the very beginning of the workshop. 
He felt that the tension and lack of trust that resulted from some 
people not agreeing with those assumptions, but not having an arena in 
which to voice that disagreement hindered full dialogue for the rest of 
the workshop. The S educator perceived a high level of energy and 
involvement in discussion segments even on Sunday morning's session when 
the content of the discussion was the group's reticence to talk openly. 
Observers provided a helpful objective perspective on this question 
by pointing out that verbal subordinates in the learner group did get to 
have their say quite comfortably, while dominants stayed silent and re¬ 
ported not feeling safe to contradict the assumptions and the estab¬ 
lished norms. Observers suggested that language (accurate information 
vs. erroneous information), and the emergence of the predominance of 
those unnegotiated assumptions sometimes contradicted the stated guide¬ 
line that it is all right to believe what you believe. 
Criticisms from educators about content presented as part of the 
contradiction stage are that the institutional level of manifestations 
of heterosexism received little attention in comparison to the personal 
level, and that the activities focusing on personal experience caused an 
overload of emotional response, leading to learners "shutting down," 
saying "enough," and expressing resistance to activities and information. 
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According to the S educator, these reactions were stimulated more by 
activities that involved the learners than by information-focused acti- 
vities. 
The D educator felt that more time and some structure was needed 
for people to think through how different contradictory issues affected 
their lives, and what they wanted to do about it. He felt that this did 
not happen as much as it should have due to tension in the group and the 
domination of discussions by subordinate group members. Activities he 
felt were helpful included the button exercise, the ally sentence stems, 
and the action continuum. 
The S educator interpreted the evaluations and assignments to say 
that learners were made vulnerable by the high risk self-disclosure 
Saturday afternoon in the homophobic recall. They didn't have time or 
opportunity to digest and make sense of those reactions before Sunday's 
agenda introduced still more intense contradictory experiences in the 
reverse world fantasy and role plays. She felt the workshop was too 
relentless to permit adequate resolution of contradictions, although 
change in attitude was reported by many learners. 
Observers agreed that the overload on Sunday, and the tension due 
to domination by outspoken subordinates detracted significantly from 
resolution of contradictions. They also identified the poetry and the 
myths activity as parts of the workshop that polarized the group and 
seemed to set up an anti-heterosexual norm, also limiting the amount of 
resolution of conflict that could take place. Only one insight shared 
in the closure whip related to this stage in the workshop. 
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Comparing learners' comments on the level of contradiction pre¬ 
sented with educators' and observers' comments suggests that learners 
were more satisfied than educators and observers with the outcomes of 
this phase of the workshop. Although conflicts were named by learners, 
the majority of responses indicated that they were moving through these 
conflicts. 
Three of the learnings shared orally in the closing whip were re¬ 
lated directly to the contradiction stage. They were: I had believed 
some of those myths, now I know better, I didn't know the extent of the 
physical violence that the movie showed, and I'm appalled to know how 
little is being done legally for gay rights. 
Four learners identified feeling as though they had a better under¬ 
standing of the broad scope of the societal shaping of homophobic and 
heterosexist messages, and an increased sensitivity to others through 
hearing their experiences. These comments also relate to the contradic¬ 
tion stage. 
In sunmary, the contradiction stage of the workshop was emtionally 
relentless, with the content unbalanced. Personal or private knowledge 
outweighed public knowledge resulting in an overload of contradictions 
in the personal realm, and a lack of focus on institutional and societal 
context. The bulk of the workshop time seemed to be spent on this stage 
and its results so that the continuity stage was affected. 
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Conti nui ty 
The objective of this stage is to provide opportunity for learners to 
identify any area of confusion, and new conclusions or frames of refer¬ 
ence, and to begin to resolve questions, synthesize insights, uncover 
implications and integrate these results with their experience. Evalua¬ 
tion questions which address this stage are #11, #12, #13, #14 and #15. 
11) What parts of the workshop left you feeling confused, unfinished, 
unclear? 
9 people identified areas where there is something more to 
do. 
Activities that caused these feelings were: 
Homophobic experience recall 
Reverse world fantasy 
Ally sentence stems 
12) What issues or ideas need more time in this workshop? 
12 people reported wanting to do more on specific issues. 
Examples are: Myths 
Ally ideas 
Talk more about fear in our lives 
13) To what extent were you encouraged to do something differently? 
111111 
i i min n 
j 2 3 4 5” 
not at all very much 
Activities identified by 4 or more: 
2 people said all the activities 
Buttons Reverse world fantasy 
Myths Role plays of critical incidents 
14) List three personal learnings from the workshop. 
41 learnings were listed, some were difficult to categorize. 
12 were intrapersonal 
11 were interpersonal 
4 were societal 
5 were action-oriented 
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15) How will you apply these learnings in your life? 
22 different ideas for application were reported 
4 involved intrapersonal development 
17 involved interpersonal action in the learner's life 
1 was societal 
Note: A total of 20 references were made to increased ability to see 
the perspective of another in questions 11-15. 
Narrative 
The continuity stage of the workshop attempts to facilitate reso¬ 
lution of contradictions, synthesis of insights, and the early steps in 
identifying implications and applications of insights to learners' 
lives. Questions eleven through fifteen provide data to evaluate the 
degree to which this stage was accomplished. 
Question eleven asks, what parts of the workshop left you feeling 
confused, unfinished or unclear? Nine people identified unfinished 
areas where they have something more to do. Some examples are: I must 
share more about these myths with others; people need to talk more about 
this subject; I need to question my own blocking patterns; I have a lot 
more to learn. Activities, listed by learners, which brought up these 
unfinished areas were the homophobic experience recall, the reverse 
world fantasy, and the ally sentence stems. 
Question twelve asks learners to identify issues or ideas that need 
more time in this workshop. Twelve people reported wanting to spend 
more time on specific issues like: debunking more of the myths; getting 
more ideas of how to be allies; talking more about our personal lives as 
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gay men, lesbians, and heterosexuals; exploring bisexuality; examining 
sex-related fears and taboos of intimacy. 
These responses seem to indicate involvement with the issue of 
heterosexism on emotional, intellectual and behavioral levels which are 
broader in scope than before the workshop. Evidence of this comes from 
the then/now comparisons that the learners made in their final comments 
during the closing activity. People used phrases like: Society rein¬ 
forces it, I see that now; I have more sensitivity, I understand more; I 
have a new way to look at homosexuals; I've gained sensitivity to the 
pain in different experiences; I realize it's possible to be loving; 
It's essential to fight my oppression from the heart. 
Question thirteen focused on to what extent were you encouraged to 
do something differently? Two people said "very much" by marking posi¬ 
tion five on the continuum, twelve marked four, one marked three, and 
one marked two. Learners identified the activities which encouraged 
them as follows: two said that all the activities encouraged them, and 
the ones which were listed by four or more learners are the button ac¬ 
tivity, myths, reverse world fantasy, and role plays of critical inci¬ 
dents. 
Although one comment suggested that sometimes the "light" activi¬ 
ties broke down tensions and enabled people to take risks, the majority 
of learners' comments reflect that discomfort and tension tended to 
motivate them more to action. Comments include: The reverse world 
helped me in a strange painful way; Wearing the buttons frightened me; I 
was nervous but glad I did it; You encouraged us but never forced us--I 
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felt an acceptance of my feelings; the places that I took public risks 
helped. 
A total of twenty references were made to increased ability to see 
the perspective of others in responses to questions eight through fif¬ 
teen. Some examples are: I have a clear sense of the difficulty of 
"coming out"; it was a new experience to be the one who is labeled in 
that reverse role fantasy; I gained more knowledge of the pain, frustra¬ 
tion, loneliness, isolation of gays and lesbians; I will respect people 
for their beliefs and feelings; I can see others' perspectives; I'll 
offer more sensitivity and support. 
The S educator reported that, in some cases, working for resolution 
and increased ability to see the perspectives of others seemed forced. 
Learners resisted and denied, but the results reflect more success than 
this resistance would seem to indicate. She commented on the difficulty 
of keeping a balance of dissonance and safety to "nudge" learners toward 
developmental movement without "shoving" them too hard. She admitted 
concern about the amount of discomfort expressed by the learners, and 
acknowledged that the results seemed positive and some of that concern 
is her personal pattern of not liking to create discomfort in others. 
The D educator described his impression that the workshop seemed 
most powerful for the subordinate learners who had been in stage two 
(acceptance), and who moved into stage three (resistance) as their shift 
in perspective. The clearest examples of people taking action seemed to 
him to be the lesbians and gay man who reported their plans to be more 
outspoken, more politically involved, and more self-loving. His concern 
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is how to target dominant social group members and subordinates in more 
advanced stages of development. He acknowledged that this impression is 
more based on the process of the workshop, who talked more, what they 
said, and how they acted, than on the written responses on the evalua¬ 
tion forms. 
Observers felt that the activity most on target for increasing per¬ 
spective taking ability and action, was the button activity. They re¬ 
ported seeing and hearing people express new perspectives most often in 
the processing following that activity. They also described the paired 
sharing opportunities as times when people seemed to connect with each 
other best. The body language, intimacy of discussions, affective ex¬ 
pressions, and touching indicated high trust, good listening, and 
empathy that increase likelihood of coming to some synthesis and/or 
resolution, and of seeing the perspective of another. 
Observers reported that three of the insights shared at closing 
related directly to an integration of insights into learners' lives, 
i.e.. I'm more aware of the courage that it takes to be different; I 
need to take risks to change my own homophobia; I'm in touch with anger 
that I don't understand. I guess I'll have to deal with it. 
Question fourteen asks learners to list three personal learnings 
from the workshop. Forty-one different learnings were listed, and 
though some were difficult to categorize, twelve were clearly intra¬ 
personal, eleven were interpersonal, four were societal, and five were 
plans of action. 
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Intrapersonal learnings had to do with some new internal awareness 
about oneself that related to heterosexism. Some of those were: (from 
a woman) I am gaining such a sense of personal power by allowing and 
legitimizing to myself my loving relationships with women; I am ques¬ 
tioning my own sexuality; I got some great reading ideas for me; I have 
homophobia; I don't have to feel guilty about homophobia, I just need to 
do something; I've gotten a view of my own denial, fear, and now, self¬ 
acceptance; I'd like to move myself one step on the action continuum. 
Interpersonal learnings tended to be about other people or dealing 
with other people, and they included: how hard it is to "come out"; 
(from a subordinate) people care; homosexuals are regular and normal 
people only with more courage; I have a picture of the strength, compas¬ 
sion, and respect of others; ways to interrupt heterosexism. 
The societal learnings showed an understanding of the context in 
which heterosexism operates. They included: I understand better the 
privileges and assumptions that I have taken for granted; one must do 
this type of education from the heart; if we don't change things, a new 
holocaust can happen here; heterosexism is deeply entrenched in the 
fibres of our culture; this workshop has broken down some of my stereo¬ 
types and myths; homophobia affects all people. 
Plans for action fell in all three of those categories, and con¬ 
tained: I'm going to affirm my connection to women friends; more men 
need this information. I'm going to bring it up in conversations; the 
continuum proves that there is such a thing as bisexuality, we should 
tell people that. 
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The last evaluation question, fifteen, solicits more specific 
actions by asking how will learners apply these learnings in their 
lives. Twenty-two different ideas for application appeared on evalua¬ 
tions, with four involving intrapersonal development, seventeen center¬ 
ing around interpersonal action in the learner's environment, and four 
people identifying the same need to begin to look at cultural or socie¬ 
tal change strategies. 
The intrapersonal development ideas included: (from a woman) 
realizing that I don't need a man for validity; reading more; better 
understanding my friends and myself; letting my feelings for other women 
show. These were sometimes difficult to distinguish from interpersonal 
applications of intrapersonal learnings. 
Actions in the learner's interpersonal environment included: stop 
labeling people; have a long talk with a gay friend; use the advantage 
of this in-depth study to educate others; consider being "out" for the 
sake of work on heterosexism; form a support group; confront people on 
homophobia; wear buttons; have less prejudice against people with dif¬ 
ferent sexual orientations. 
The need for cultural or societal change was expressed by four 
people in general terms, saying we must do something to stop homophobia 
on a larger scale, but no specific ideas were named. 
The D educator stated that people seemed to be struggling to think 
of actions and ways to be allies to gay men and lesbians, but were lim¬ 
ited in their ability to do that. His feeling was that again, the 
people who came away with concrete direction were the lesbians and gay 
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man in the group, and the heterosexuals who were already fairly con¬ 
scious and acting as allies. This reaction reiterates his opinion that 
the workshop design did not target dominants in the acceptance stage of 
the OLDT. 
The S educator agreed with the factual observation that more con¬ 
crete actions came from subordinates, but felt that it was a result of 
other variables as well. She felt that the actions identified were a 
function of the workshop's focus on intrapersonal and interpersonal 
content, and a function of the polarization of the group, and the 
"shutting down" of learners who were not ready to endorse the more vocal 
views of the subordinates who talked most. 
Observers recorded five insights shared in the closing activity 
that related to the integration of new insights into learners' lives. 
Some of them are: (from a lesbian) to be easier on myself when I am 
afraid to come out, homophobia affects us all; to believe that it is 
possible to be loving, and to act on it; to speak up in groups; to get 
more men to this workshop. 
Success in creating the continuity stage can take many different 
forms since it aims for integration and action that is relevant to the 
developmental stage of the learners. Some degree of continuity was fa¬ 
cilitated as evidenced by the changes in point of view, and the identi¬ 
fied personal action plans of a majority of the learners. The part of 
this stage that asks for translation of increased consciousness into 
institutional and societal action did not get as much attention as it 
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might have in this workshop. Suggestions for change in future workshops 
are discussed in Chapter V. 
Summary Analysis 
The evaluations, educator assessments, and observer comments on 
workshop one seem to indicate some areas of success in reaching goals 
and some areas that need revision to reach goals more effectively. This 
section revisits the workshop goals, the extent to which each was accom¬ 
plished through Kegan's three stages, and the reasons for that assess¬ 
ment. 
(1) To help each learner articulate and consciously examine her/his 
current understanding of heterosexism as an issue of oppression. While 
\uch of the confirmation stage and some of the contradiction stage of 
the workshop design asked learners to talk about their current under¬ 
standings of heterosexism especially as related to beliefs, experiences, 
opinions, and reactions to cognitive material presented, the scope of 
that discussion often remained on an intrapersonal and interpersonal 
level. Even when the material to react to was about institutional or 
cultural manifestations, discussions tended to stay personal. This may 
be a function of the scope of the questions asked, and the norms of 
personal sharing established early in the workshop. It may also be a 
function of who spoke first and what level of response was modeled. 
Subordinates speaking quickly and more often may have influenced the 
levels of discussion. The result was that examination of heterosexism 
as an issue of oppression was more frequent on those levels, and less 
articulation and examination happened on institutional and societal 
levels. 
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Social group membership and OLDT developmental stage also seemed to 
influence goal one. Learners who have felt the need to combat hetero¬ 
sexism are likely to be more motivated to speak, and have done more 
thinking about it ahead of time, and therefore have more to say. Often, 
those learners are subordinates or people in close relationship to a 
subordinate. 
The result is that when the design provides voluntary opportunity 
for learners to artitulcate and examine their current understandings, 
those who do it more readily are either subordinates or dominants at 
higher developmental levels. For those learners, goal one was accom¬ 
plished to a high degree, for dominants at stage two, acceptance or 
early stage three, passive resistance stages, the goal was not accom¬ 
plished to the same degree. Inherent in this analysis are implications 
for revision that will be discussed in Chapter V. 
(2) To engage and broaden each learner's scope of awareness and 
knowledge by examining personal and social manifestations of heterosex¬ 
ism from the learner's experience. This goal was accomplished more 
equally by all learners during the contradiction stage, but not to its 
fullest extent for anyone. Since all learners could listen to the 
information that was shared, whether from lecture, personal sharing, 
discussions, or film, everyone had potentially equal exposure to the 
body of awareness and knowledge offered. No one, however, was exposed 
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to the perspectives of those learners who did not express themselves, so 
that the full scope of perspectives was not available. 
The reasons are basically the same as those given in the analysis 
of the previous goal combined with the non-negotiable assumptions at the 
beginning of the workshop, and the emergence of a norm in which some 
points of view seemed more acceptable than others. Clearly, stage two 
and early stage three (acceptance and passive resistance stage) domi¬ 
nants did not feel safe to offer their experiences, so the whole group 
was denied that body of information. These trends influenced goal two, 
but it was still adequately accomplished for the majority of learners. 
(3) To introduce information to contradict traditional misinforma¬ 
tion about heterosexism which may stimulate confrontation and discussion 
among learners attempting to understand this phenomenon. There is 
agreement among the evaluators that the workshop design provided infor¬ 
mational challenges in many forms to traditional misinformation about 
heterosexism. Some learners maintain that this information was not new 
to them because of their own study prior to attending the workshop, and 
others said that the way of organizing the information was different for 
them. The majority of learners, however identified changes in their 
information pool based on something they heard or learned in the work¬ 
shop. 
Opportunities to confront and discuss that information were an in¬ 
tegral part of the workshop design, and the degree to which learners did 
discuss, and who discussed was limited again by the patterns of discus¬ 
sion mentioned earlier. 
Jo .provide opportunities for resolution of contradictions at 
more adequate levels of meaning and action than were previously avail¬ 
able to learners. The planned structure of the workshop provided these 
opportunities in the continuity stage, and the degree to which the goal 
was met is a function of both the exposure of learners to more adequate 
levels of meaning and action, and the tone of that exposure. Develop¬ 
mental stage theory suggests that learners are more apt to be receptive 
to other levels of meaning that are only one stage beyond their own. 
They are likely to move if they can elaborate their own stage first, 
discover that it is no longer adequate, and then nudge themselves or be 
nudged to approach the next level. 
In the case of this workshop, within the dominant social group, 
there seemed to be a gap between the outspoken late stage three, active 
resistance stage dominants, and the silent stage two (acceptance stage) 
dominants which prevented effective stage movement through exposure to 
the next level. In addition, the judging was not necessarily gentle, it 
was more of a push to agree or an assumption of agreement among verbal 
dominants. 
Despite attempts by the educators to draw out other points of view, 
few learners wanted to talk about their "less than adequate," still 
oppressive perspectives. The assumptions and discussion norms had 
established "what a good dominant should think." Those learners who 
were not ready to think that yet needed to retreat and protect them¬ 
selves, so little stage movement was likely. This description suggests 
that the workshop was stifling to some degree for some dominants. 
Despite these dynamics, the majority of learners report productive 
learnings, change, and openness to new ideas. 
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Within the subordinate social group in the workshop, there seemed 
to be more acceptance of different points of view, but less tolerance of 
early stage dominants, so the trend of subordinates talking more than 
others reinforced the silence of the dominants as well. They also 
pushed for movement and caused those who weren't ready to dig their 
heels in. 
Feedback indicates that goal four was achieved adequately, even 
though limited by the factors described above. These factors also in¬ 
fluence goals five and six. 
(5) To promote increased ability to see the perspectives of others 
and to act with more options based on these perspectives. This goal, 
unlike the others, so far, seems to have been achieved more adequately 
for heterosexuals in the learning group. All but two of the examples 
from evaluations that exemplify increased ability to take the perspec¬ 
tive of others come from a heterosexual point of view. 
Only two of the examples directly mention increased ability to see 
the perspective of heterosexuals, despite the fact that the guided 
memory about a same-sex friend, the rules for being heterosexual, and 
the socialization lecture all emphasize how thoroughly heterosexuals (as 
well as lesbians and gay men) are trained to be homophobic and should 
not be blamed for that training. 
On the other hand, fourteen issues and learnings identified by 
learners on evaluations, do talk about an increased understanding of the 
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pervasive nature of heterosexism, and how everyone (especially hetero¬ 
sexuals) has been influenced by it. Learners list guilt, ignorance, 
privilege, heterosexist assumptions, stereotyping as areas they are more 
aware of now than they were before the workshop. Saying that one is 
able to understand the origins of a heterosexist perspective for oneself 
and others, is also a kind of perspective taking. Goal five's achieve¬ 
ment is adequately documented. 
(6) To help learners connect their awareness with action in a way 
that is relevant to their own developmental growth and social change in 
their environment. This goal's achievement is partial in that the 
learnings and action plans identified are developmentally relevant, but 
limited in level and scope so that only one of them addresses social 
change, three involve doing education and none address institutional 
policy and procedure. One possible explanation is the change in work¬ 
shop design which eliminated the lecture on institutional and cultural 
heterosexism. Having no specifically mentioned examples of institution¬ 
al heterosexism to target or models for action strategies makes the task 
of planning change more difficult. For learners who had not thought 
about oppressive institutional or cultural assumptions before, having 
ample concrete examples is critical. None were presented formallly, and 
although many arose in the contexts of other discussions, they may not 
have been self-evident. 
In retrospect, educators agreed that this design change was not in 
the best interest of meeting goal six or of achieving adequate levels of 
contradiction and continuity. The absence of institutional and social 
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outcomes needs to be explored. This issue is discussed more completely 
in Chapter V. 
Another possible explanation is that people need to be ready, pre¬ 
pared, and confident in their perspective before they feel comfortable 
to commit themselves to a social change effort. One person said she was 
considering becoming involved in gay politics, and three others indi¬ 
cated they would like to do formal or informal education on hetero¬ 
sexism. Four out of seventeen plans for action included a broader scope 
than interpersonal. 
This goal tends to be a difficult one to reach in social issues 
education because of the enormity of the task of confirming people where 
they are in consciousness, nudging them to stretch their awareness, and 
then expecting them to leave the learning experience feeling confident 
about their new levels of awareness and ready to take public action, in 
this case, all in two days. Many learners are not ready, and the expec¬ 
tation is a high one that anyone could make those leaps so quickly. 
Nonetheless, goal six was achieved to a partial degree. 
This section has reported on workshop one, and the following sec¬ 
tion follows the same format to present results from workshop two. 
Workshop Two 
This section describes the results of the evaluations of workshop 
two with relation to Kegan's three stages, and from the perspectives of 
the learners, the educators, and the process observers. The results are 
presented in a chart, a narrative, and a summary, and the conclusions in 
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relation to workshop goals, the same format as the first workshop. The 
chart contains the evaluation question responses and some examples from 
learners, while educators' and observers' comments appear in the narra¬ 
tive, along with learners' comments paraphrased if necessary for clar¬ 
ity. 
Confi rmation 
1) To what extent did the workshop help you feel more comfortable in 
talking about heterosexism? 
111111 
i ii in mil min 
1 2 3 4 5 
not at all very much 
Activities identified by 5 or more: 
2 people said all the activities Definitions 
Speakers' Bureau (13) Ally sentence stems 
Educators' introductions Freire's model 
Buttons 
2) To what extent did the workshop ask you to use your experiences, 
knowledge, and opinions? 
1111111 
1111111111 
1111 1111111111 1111111111 
i mm mi minim minim 
1 2 3 4 5 
Activities named 5 or more times: 
Ally sentence stems (14) 
Questions in circle 
Hopes and fears 
Same sex friend memory 
Buttons 
Rules list 
Freire's model 
General discussion 
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3) To what extent was the plan of the workshop made clear to you? 
11111111 
1 11 11 1111 11111111 
1 2 3 4 5— 
Activities identified by 5 or more people 
5 people said all activities did this 
Educators' introductions 
Morning check-in 
7) To what extent did it feel safe to express your point of view? 
11111 
i mu limn min 
1 2 3 4 5 
Activities identified by 4 or more: 
4 people said they all helped 
Ally sentence stems (10) 
Hopes and fears 
Discussions after lectures 
5 people said no activities hindered 
9 activities were identified by one person each as hindering 
activities 
Narrati ve 
Thirty-three people attended the first day of this workshop, thirty 
returned on the second day, and twenty-four of them signed consent forms 
allowing their evaluations to be used in this project. The chart and 
narrative reflect responses from twenty-four evaluations which demon¬ 
strate a broad scope of reactions to the content and the workshop. 
Achievement of the confirmation stage is measured by evaluation 
questions one, two, three, and seven. These questions focus on comfort. 
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perceived safety, opportunity to share personal perspectives, and clar¬ 
ity on the workshop plan. 
Question one asks learners to what extent they are more comfortable 
talking about heterosexism. The response continuum runs from five, 
meaning "very much," to one, meaning "not at all." Twelve learners 
responded in position five, five at position four, three at three, two 
at two and one at one. The activities identified by five or more learn¬ 
ers as contributing to that comfort level were; the speakers' bureau, 
with thirteen learners listing it; the educators' personal introduc¬ 
tions; the definitions; the ally sentence stems; Freire's model; and the 
button exercise. Two people said all the activities helped them feel 
more comfortable, and six made reference to stated and practiced norms 
of acceptance of difference and an atmosphere of safety as aspects of 
the workshop which made them feel that way. 
Learners commented that being welcomed to make mistakes and to 
bring out "wrong attitudes" made it easier to relax and take part, that 
the speakers' bureau on Saturday afternoon empowered a person to speak 
out more herself, that she liked being encouraged to address in her own 
issues. Other comments had to do with the supportive nature of the 
learning atmosphere, and will be reported later under goal five. 
Question two asked to what extent learners were asked to use their 
experiences, knowledge and opinions. Thirty-seven responses fell in 
position five, twenty in position four, eight in three, six in two and 
one in one. Activities cited in five or more instances included; ally 
sentence stems with fourteen tallies; questions in a circle; hopes and 
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fears; same sex friend memory; buttons; rules for being heterosexual; 
Freire s model; and general discussions. Learners commented that the 
whole workshop was oriented around their personal thoughts, experiences 
and needs, and that the small groups allowed for this kind of sharing, 
too. 
Question three, to what extent was the workshop plan made clear to 
you, seemed to be interpreted differently by different learners. Re¬ 
sponses were sixteen at five, four at four, two at three, two at two, 
and one at one. Activities listed by five or more are: educators' 
personal introductions; and the morning check-in on Sunday. 
Comnents from learners reflected a varying interpretation of this 
question. Some learners answered the question in relation to agenda, 
while others answered in relation to purpose. Comments include: 
Freire's model was helpful but dry; charts on the wall helped; the work¬ 
shop was extremely well planned, yet flexible; I would have liked to 
have a syllabus; it was a living outline; it was clear from the start, 
all changes were explained; I didn't know where the workshop, as whole, 
was going until we got to the action part which I couldn't do. 
Question seven, about the extent of safety experienced by learners 
as they expressed their opinions, had eleven responses at five, seven at 
four, five at three, and one at two. Activities named by four or more 
learners as helping with safety were: Ally sentence stems with ten 
votes; hopes and fears activity; and the general discussions, especially 
after lectures. Four people said that all activities helped, and five 
said none hindered. Nine learners each identified one activity that 
hindered them personally. 
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On the helping side learners commented that: small group discus¬ 
sions helped; at first I couldn't express my views, then later I 
couldn t stop; I liked being asked to speak from personal opinions, not 
generalizations. Hindering aspects commented on were: when someone 
else expressed her/his view vehemently, I was stifled; Some things I was 
asked to talk about, I wanted to forget, not remember; some strong 
initial homophobic opinions were expressed, and this held me back a bit; 
since I had no previous experience with gays and lesbians, I felt out of 
place in the speakers' bureau and the ally sentence stems. 
The D educator observed that some learners in the group initially 
had no current understanding of heterosexism as an issue of oppression, 
and in fact, a few did not know the term "heterosexism" or anything 
about what the content of the workshop they were attending was going to 
be. They were surprised that the subject of homosexuality was going to 
be part of the discussion. She felt that the design clearly provided 
many opportunities for a broader scope of understanding to be formed, 
explored, and expressed in the confirmation stage of the workshop. 
Process observers reported high involvement in all discussions 
throughout the workshop, and a pattern of acceptance level learners 
directing many of their comments to the D educator rather than to the S 
educator. 
They also described a sense, from some learner comments, that there 
were several people unsure that they agreed that heterosexism is an 
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issue of oppression. Those comments referred to the topic as a moral 
issue, an issue of deviancy, or a personal issue. These same people 
tended to retain their opinions that homosexuality is a choice, and that 
any problems with discrimination could be eliminated by people simply 
choosing not to "ask for it by making that choice." Other observed 
learners expressed surprise that the problem being identified in the 
workshop was heterosexism, and not homosexuality. Observers suggested 
that, despite the fact that that framework was described and explained, 
a few learners continued, throughout the workshop to think and speak 
about the "problem of homosexuality." 
A higher degree of confirmation was achieved by the workshop 
design for learners who agreed with the premise of defining the problem 
as heterosexism. The design assumed that simply telling the learners 
that the workshop addressed the problem as heterosexism would enable 
them to think of it in that way. For some learners, that assumption did 
not hold true because of their own world views. Those learners were not 
as well confirmed. 
Educators and learners agreed that there were ample opportunities 
to articulate all beliefs, but those that differed from the stated 
assumptions received more analysis and disagreement than acceptance. It 
seems important to be able to accept and confirm learners without agree¬ 
ing with or confirming their misinformed views. 
In summary, the confirmation stage was achieved well in the areas 
of safety and comfort for talking about current understandings. The 
very broad scope of developmental levels influenced the degree to which 
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learners reported experiencing a sense of being confirmed in the 
workshop. By the time evaluations were filled out, some learners were 
experiencing a higher level of contradiction than confirmation. 
Contradiction 
4) To what extent did you feel out of place, uncomfortable, confused? 
1111 
mn linn mi inn 
T 2 3 4 5~ 
not at all very much 
Activities identified by 3 or more people: 
1 said most of them Hopes and fears 
Ally sentence stems (6) Song - "Gentle Loving People" 
Educators' introductions 1 said none 
Buttons 
5) To what extent do you feel you gained new or different information 
than what you had heard before? 
1111 1111 11111111 11111111 
 2 3 4 5 
Activities identified by 5 or more: 
2 said all activities System characteristics lecture 
Speakers' bureau (18) Freire's model 
Definitions Privilege activity 
6) To what extent were you given an opportunity to exchange opinions 
with other learners? 
11111111 
11 111111 11111111 
1 2 3 4 5 
Activities cited by 5 or more people: 
8 people said all activities Privilege brainstorm 
Questions in a circle (11) Discussions after lectures 
Hopes and fears Ally sentence stems 
Speakers' bureau Rules list 
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8) Identify an issue about which you are thinking differently than 
you did before the workshop. 7 
24 different issues were identified by 21 different people 
6 intrapersonal 
10 interpersonal 
6 societal 
2 related to factual information 
9) Which parts of the workshop helped? 
Activities cited by 3 or more: 
Speakers' bureau (15) Educators' introductions 
Buttons Questions in circle 
2 people said all parts Ally sentence stems 
helped 
Other helpful aspects: Sharing personal experiences 
Kinsey scale 
Questions learners asked 
10) Trace your personal pattern of thinking as it changed. 
20 people responded to the question 
14 described movement in point of view 
Examples: pre-workshop, why do we need gay laws? 
post-workshop, rights aren't protected, 
pre-workshop, didn't want to be here 
post-workshop, want to learn more 
from tentative > leery > fear of embarrassment > 
compassion > resolve to be ally. 
Narrati ve 
The contradiction stage is assessed through evaluation questions 
four, five, six, eight, nine, and ten. Question four asks learners to 
what extent they felt out of place, uncomfortable, or confused. Ten 
learners said "not at all," six marked position two, four marked three, 
and five marked four. One person said that none of the activities made 
her/him feel uncomfortable, one said most of them did make her/him feel 
uncomfortable, and the activities, identified by three or more learners. 
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which contributed to their discomfort were: Ally senence stems with six 
votes; educators' personal introductions; buttons; hopes and fears; and 
the song, "Gentle Loving People." 
Learners' comments included: I was concerned with the emotional 
process in the group what to do with feelings--the affective parts were 
too directive, we needed time to process in pairs; at first, I felt con¬ 
fused and out of place, but now I'm clearer, it changed; it was hard to 
open up to people I don't know; being heterosexual made me out of place; 
the first day I felt isolated, everyone else was straight. 
These responses and comments reflect a range of discomfort from 
different perspectives that is not surprising, and that may be a natural 
part of the homophobia surrounding the topic. Both internal and exter¬ 
nal explanations were given for discomfort, along with a majority of 
reports suggesting that the educators did much to create comfort in the 
group. 
Question five asked learners to what extent they gained new or 
different information and again the answers varied. Eight learners said 
"very much" by checking position five, eight said four, four said three, 
and four said two. Two people reported that all the activities helped 
give new information, other activities cited by five or more learners 
were: the speakers' bureau with tallies from eighteen learners; defini¬ 
tions; system chart and lecture; Freire's model; and the privilege dis- 
sussion. 
Comments included: I liked the charts and graphs; the parts I 
liked are the parts I learned from; there are allies for us all; I 
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needed to hear people sharing their pain and their happiness; [the S 
educator] s sharing helped; everything was informative, I was enlight¬ 
ened. 
Question six, to what extent were you given opportunities to 
exchange opinions with other learners, had a high level of agreement 
among learners. Sixteen responses fell in position five, six at four, 
and two at three, with eight people saying that all the activities gave 
them that opportunity. Specific activities identified by five learners 
or more were: Questions in a circle with eleven tallies, hopes and 
fears, speakers' bureau, privilege brainstorm, discussions following 
lectures, ally sentence stems, and rules list. 
Learners also commented as follows: we needed more open ended time 
in pairs to process feelings; processing every activity helped; one on 
ones and small groups encouraged more in-depth participation; partici¬ 
pants and facilitators were always ready to listen and not judgemental. 
Question eight asks learners to identify an issue about which they 
are thinking differently than they did before the workshop. Twenty-four 
different issues were identified by twenty-one different people, with 
six of them being intrapersonal issues, ten interpersonal issues, and 
six societal/institutional issues. Two were related to having learned 
factual information. 
The issues identified seemed to reflect having heard new informa¬ 
tion or perspectives that caused learners: (a) to begin to question 
their acceptance of heterosexism (now I won't stereotype people for the 
way they dress, I had never given much thought to the oppression of 
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homosexuals now I'm thinking about it and forming opinions, the vio¬ 
lence against homosexuals--I never realized it—I'm glad I had to face 
it), (b) to question their acceptance and begin to resist (my homosexual 
friends need my support, there are more gay and lesbian people in my 
life than I knew—I'll be more sensitive to their presence, I realized 
I'm homophobic and ignorant--1 learned a lot but I think I'm still 
homophobic); and (c) to fortify their resistance level behaviors (I have 
to find more ways to be openly supportive, I am trusting more that 
heterosexuals can be allies, I need to get more active in gay rights). 
In question nine, learners ascribed their different thinking to a 
variety of things that took place in the workshop. Activities cited by 
three or more people were the speakers' bureau with fifteen tallies, 
buttons, educators' personal introductions, questions in a circle, and 
ally sentence stem. Other aspects named specifically by learners were 
all the opportunities to share personal experiences, the Kinsey scale, 
and the questions that people asked in the course of the workshop. Two 
people said that every part of the workshop helped them think about 
something differently. Several comments from learners referred speci¬ 
fically to helpful parts, i.e., the speakers' bureau women were espe¬ 
cially at ease with themselves, natural, not uptight; I'm still wearing 
my button, and the true test of my courage will come at work; hearing 
people's personal experiences made the injustices very real; I never 
heard a bisexual speak about it before--she wasn't an ogre or deranged. 
In question ten, where learners were asked to trace their personal 
pattern of thinking as it changed, twenty people responded to the 
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question, and fourteen actually described movement in their points of 
view. Some examples are: Pre-workshop, I thought, with the constitu¬ 
tion, why do we need gay laws? Post-workshop, I know now that gay 
rights are not protected, and it makes sense to me to want gay laws; 
Initially, I didn t even want to be here, and now, I want to learn more; 
I went from tentative—leery—fear of embarrassment--compassion--to re¬ 
solve to be an ally; I came in thinking I'd say something stupid, but I 
didn't, and I tried not to judge others, too; I moved from a bit judge¬ 
mental to stereotypical to much less so, and even curious about bisex¬ 
uality, when before I thought it was morbid. 
Although this movement in point of view does not necessarily indi¬ 
cate developmental stage movement, the learners' ability to articulate 
it, as well as identify the need for more thought, information, and 
analysis gives cause for optimism about the potential for broadened 
perspectives. 
In relation to the contradiction stage, the D educator suggested 
changing the title of the workshop so that it does not include the word 
"heterosexism" because many people do not know what it means. Unless it 
is defined, or explained in the course title or description, others may 
take the workshop without knowing what it is about. This idea is dis¬ 
cussed further in Chapter V. 
She also suggested the addition of a history component to the 
course content to set the context, and document the many forms and 
levels that heterosexism has taken over time. This content could inter¬ 
cept some of the resistances before they are named, while still 
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legitimizing the strength of the socialization that has taught people 
those resistances. 
The D educator advocated the addition of a gay male educator, and 
the focus on more information about the gay male lifestyle through per¬ 
sonal experience sharing to balance the lesbian perspective. She be¬ 
lieved that the ideal educator team would be a gay male and a hetero¬ 
sexual woman or a lesbian and a heterosexual man so that both genders 
are represented. 
She called for more attention to be paid to bisexuality, as well, 
since it was only touched upon by the continuum, and the speakers' 
bureau's bisexual representative. Learners commented positively on the 
inclusion of bisexuality, so that more focus could be justified. 
She reported that the pace seemed too rushed, and not enough atten¬ 
tion went to the institutional and cultural aspects of heterosexism. 
The unavailability of the film at the last minute contributed to this 
factor, and the change in design to accommodate emerging needs kept the 
focus too much on lifestyles, and not enough on societal and institu¬ 
tional issues. 
The S educator felt that everyone's informational scope was widened 
in some way, and to different degrees, as evidenced by the level of 
engagement of all the learners, whether in agreement or in disagreement, 
until the beginning of the segment on taking action to interrupt hetero¬ 
sexism. With the assumption in Freire's model that people can identify 
ways they collude, and name what they will do differently, acceptance 
stage learners were left behind. 
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A weakness of the design, according to the S educator, was that it 
did not allow for enough opportunity to elaborate each learner's present 
stage of development especially for those in the acceptance stage. The 
design presumed that people were either ready to move into the resis¬ 
tance stage because they signed up for the workshop, or they were 
already in it or beyond. Since that was not the case, several learners 
did not know what they had signed up for, and the workshop went on 
without some of them. This is a partial explanation for the discussions 
returning to basic levels often when acceptance level learners spoke. 
The S educator felt that the focus on the aspects of oppression was 
weaker than planned due to the questions and comments of stage two 
(acceptance stage) learners which tended to bring most discussions back 
to personal and interpersonal levels of understanding. She described 
high energy in discussions, but not necessarily in a pattern or process 
level thinking stage (self-knowledge developmental theory). For some 
learners, the level of thinking was elemental or situational, thus mak¬ 
ing it difficult to conceive of oppression as a systemic phenomenon. 
Observers felt that the levels of involvement and the qualities of 
products (reports, rules lists, oral responses) indicated the wide 
variety of content shared. They questioned the tone of the button 
activity, suggesting it might have been treated too lightly. The pro¬ 
cessing comments of learners after the activity, however, seemed to 
suggest that there was varying intensity associated with the button 
activity, and many learners commented on its importance to them. 
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Observers recorded several oral comments about the positive role of 
the speakers' bureau in helping to provide contradictory information. 
They also endorsed the activities which ask everyone in the group to 
comment (the hopes and fears, the questions in a circle, the reaction 
whips, the closing activity) as excellent ways to hear a variety of 
opinions. 
The observers also commented that there was a lot of misinformation 
exchanged among learners in the group, most of which got addressed 
through responses to questions, corrections to inaccuracies, and debunk¬ 
ing of myths. They reported much information exchange in questions and 
discussion throughout the workshop. They observed that confrontation 
took many forms for learners in the two days, including choosing a 
button, responding to the speakers' bureau, and doing a group back rub. 
Process observers' comments seemed to focus on identifying and 
labeling many acceptance level statements and questions, and reporting a 
trend of domination of the discussions by interchanges between someone 
from acceptance level and someone (sometimes learners and sometimes 
educators) representing a resistance or redefinition perspective. They 
felt that there were many opportunities for resolution of contradic¬ 
tions, but that those opportunities were realized more by learners who 
had elaborated their present stage of development sufficiently to let 
them hear other perspectives without becoming defensive. Those for whom 
these opportunities were not realized seemed to be active acceptance 
level dominants and two resistance level subordinates who had only begun 
to trust that heterosexuals could be allies, and had that shaken by the 
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abundance of homophobic and heterosexist comments from some dominant 
learners. 
The observers felt that a moderate degree of contradiction was 
achieved in the workshop, but commented on areas that could be improved. 
Although the charts were reported to be helpful by the learners, the 
observers found them too wordy and complex. Some terminology, for 
example, the definition of privilege, seemed to elicit defensiveness in 
acceptance stage learners. This defensiveness recycled in many forms 
for the remaining parts of the workshop. The challenge to educators 
seems to continue to be how to frame the information appropriate to all 
developmental stages. 
The D educator observed that it was often necessary to manage the 
defensiveness of outspoken acceptance level learners, in the interest of 
helping to resolve their contradictions, and other contradictions may 
have suffered in terms of time and attention. A positive dynamic, from 
her perspective, was that resistance and redefinition level learners 
often engaged with acceptance level learners in the struggle for under¬ 
standing, so there were multi-leveled discussions happening frequently. 
Although no learners named it specificially, the D educator felt that 
the conversations between different levels of learners must have helped 
resistance and redefinition level learners to clarify their own under¬ 
standings by articulating them in the group and exploring them publicly. 
The contradiction phase in heterosexism education is clearly complicated 
to manage effectively in order to avoid defensiveness and polarization 
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of the learners group while still encouraging confrontation and analysis 
among learners. This will be discussed further in Chapter V. 
One concern brought up by heterosexual learners was that of needing 
to explore their heterosexuality in order to understand their role in 
heterosexism. The D educator expressed caution and a lack of clarity 
about that issue, saying that it would need to be thought out very care¬ 
fully so as not to lose focus on what it means to be gay or lesbian in a 
heterosexist world, the experience of heterosexism in the lives of sub¬ 
ordinates. Would focusing on heterosexuality be reinforcing the visi¬ 
bility of that sexual orientation, and the invisibility of homosexual¬ 
ity? She reported that many learners had found information and under¬ 
standing about the lives of gay men and lesbians to be some of the most 
helpful parts of the workshop, and she would not want to see that con¬ 
tent diminished. She suggested the need to frame any exploration of 
heterosexuality as an opportunity to examine the assumptions of what it 
means to be heterosexual in relation to how those assumptions promote 
heterosexism and homophobia. Heterosexism education needs to achieve a 
balance of content focus that accurately acknowledges the importance of 
the heterosexual role while still providing opportunity to make visible 
the experience of lesbians and gay men. 
The S educator perceived the concern about needing to focus on 
heterosexism as coming from two distinct points of view in the learner 
population. One was a stage four (redefinition level) heterosexual ask¬ 
ing for opportunity talk with other redefinition level heterosexuals 
about how they could make sense of their own sexual orientation without 
254 
feeling like or being oppressors. The other was a stage two (acceptance 
level) heterosexual questioning the amount of time the workshop was 
spending on the experience of gay men and lesbians, and wanting "equal 
time." 
The S educator felt that the degree to which contradiction was 
achieved differed based on one's developmental level, so that a chart of 
the success of this stage of the workshop might look like this: 
High Success 
No Success 
Active Passive Passive Active 
Acceptance Resistance Redefinition Integration 
(2) (3) (4) (5) 
Contradiction Stage 
The S educator felt that contradiction was achieved more effective¬ 
ly for those learners who were in the late acceptance and resistance 
stages (stages two and three), while those in the redefinition and 
integration stages (four and five) had less air time, and less stimula¬ 
tion and confrontation. They were not challenged as much except by the 
comments of the acceptance stage learners during open discussions. For¬ 
tunately, she believed, the more advanced learners took responsibility 
for their own learning by asking questions, and probing for understand¬ 
ings to enhance their development. 
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For active acceptance (early stage two) learners, retrenching and 
defensiveness made the contradiction stage less of a success. For 
passive acceptance learners (late stage two) and especially those who 
were beginning to question their acceptance, and getting ready to move 
into resistance (stage three) contradition was achieved to a greater 
extent. For resistance level (stage three) learners, there was a high 
degree of achievement of the contradiction stage, as their resistance 
was reinforced by content and process of the workshop. For redefinition 
(stage four) and any integration level (stage five) learners, the 
achievement of contradiction was limited, but not nonexistent. Several 
learners reported being empowered and encouraged by modeling of the 
educators, and other learners of how to be grounded and happy with one's 
own sexual identity, accepting of others', and still actively anti¬ 
heterosexist. 
Conti nuity 
11) What parts of the workshop left you feeling confused, unfinished, 
unclear? 
13 people responded 
Activities were identified by 1 or 2 learners for each of 
those listed: 
Speakers' bureau Celebration 
Freire's model Nature vs. nurture 
Ally sentence stems Kinsey scale 
System lecture Questions from learners 
Privilege activity 
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12) What issues or ideas need more time in the workshop? 
18 people identified areas, examples: 
Heterosexuality (3) 
Religion (2) 
Ally strategies (2) 
Less bias against hets (2) 
Lives of gay men & lesbians 
Sex 
Hurt as source of 
homophobia 
Myths 
Media and institutional 
heterosexism 
Films 
Personal experience of 
learners 
3 said the workshop was 
just right 
16 comments about the high level of safety and acceptance 
13) To what extent were you encouraged to do something differently? 
1111 
i i iniiii mu urn 
1 2 3 4 5 
Activities identified by 5 or more: 
Ally sentence stems (7) 
Speakers' bureau 
Buttons 
2 people said all activities did this 
14) List three personal learnings from the workship 
60 learnings were listed by 22 of the 24 reporting learners 
18 intrapersonal 
34 interpersonal 
8 societal 
4 action oriented 
20 are basic attitudes or beliefs that form the basis for 
action 
15) How will you apply these learnings in your life? 
24 different ideas for application were reported by 18 
different learners 
10 interpersonal development 
11 interpersonal action 
3 actions for social change 
Note: A total of 49 comments describe seeing another's perspec¬ 
tive 
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Narrati ve 
Achievement of the continuity stage was measured by evaluation 
questions eleven, twelve, thirtee, fourteen, and fifteen. Question 
eleven asked what parts of the workshop left learners feeling confused, 
unfinished or unclear. Thirteen people responded to this question, with 
six people each identifying one activity. One learner said s/he had 
more questions to ask the speakers' bureau; one person found Freire's 
model confusing; one person thought the ally sentence stems activity was 
"a little biased"; one said the system lecture was too complex to be 
covered quickly; one person expressed that the privilege lecture and 
brainstorm made her angry, and that the celebration of sexual orienta¬ 
tions didn't make sense--why would anyone want to celebrate being gay 
after just saying how painful it is; another person said s/he "couldn't 
get into celebrating her oppressors' sexual orientation." 
Comments on other aspects of the workshop in relation to this 
question included: the nature/nurture debate seems to be an unanswer¬ 
able question; I think I must accept that this process (of looking at 
heterosexism) will always be unfinished and confusing; I found the 
Kinsey scale both enlightening and confusing; Two others also identified 
the Kinsey scale as a source of confusion; I think there was some coer¬ 
cion on day II, when we were told to see a world of unity and be allies-- 
there needed to be some flexibility there. 
In question twelve, where learners were asked to identify issues or 
ideas that needed more time in the workshop, eighteen people responded. 
Three said they thought the workshop was just right, three said they 
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needed more time on heterosexuality, two said religion, two said ally 
strategies, two said they wanted less bias against heterosexuals. The 
areas identified by one leader each as needing more time were: the 
lives of gay men especially, but lesbians too; sexuality in general; 
hurt as a source of homophobia; myths; media influence and institutional 
heterosexism; a film; personal experiences of the participants. 
Question thirteen asked learners to what extent they were encour¬ 
aged to do something differently. Nine people responded on the con¬ 
tinuum in position five (very much), five were at four, seven were at 
three, one was at two, and one was at one. Activities named as those 
which promoted action were: Ally sentence stems with seven tallies, 
buttons, and speakers' bureau, with two learners saying that all the 
parts of the workshop encouraged action. 
Comments about this question included: I liked the buttons best, 
it was great to see what it feels like to represent something society 
doesn't accept; the active stance throughout was good; I'm glad that 
there are others who want to fight oppression; I'm going to deal with 
the gay men at my job, and with the closed minded heterosexual men; I've 
been encouraged to not go with the flow; a norm was set and suggested 
early to try to stretch our everyday mindsets and behaviors; the speak¬ 
ers made me see how they have been put through hell--they have a lot of 
courage--it pushes me to have courage. 
Tallied from the whole evaluation, forty-nine comments and re¬ 
sponses describe seeing another's perspective. They include: It was 
important for me to hear lesbian viewpoints, they were all new to me; I 
259 
feel more open-minded about homosexuals—I understand their hardships; I 
have a clearer view and appreciation of the homosexual community; I am 
more aware of what it meant to others that I would wear a button, and 
what it meant in relation to the system's sanction—that scares me; I 
feel a sisterhood even though I'm heterosexual; I see that straight 
people can feel the same closeness to each other as gays can; homosex¬ 
uals are everyday people who lead harder than normal lives; homosexuals 
would like affirmation; I can relate the seriousness of homosexual 
relationships with my own heterosexual seriousness—we have gotten 
stronger through the struggle; you [educators] are important role 
models. I've learned to meet others in the place they are—I want that 
flexibi li ty. 
The abundance of comments about seeing other people's points of 
view suggests that an integration was begun as part of the continuity 
stage. Even active acceptance (stage two) dominants reported having 
more empathy for the "plight" of the homosexual. 
The D educator expressed the sense that several of the activities 
designed with continuity in mind did not seem to accomplish it, speci¬ 
fically the celebration of sexual orientations, the world of unity 
fantasy, the speakers' bureau, the buttons, and the ally sentnece stems. 
Although she felt that the button activity and the speakers' bureau 
seemed to help dominants relate to the experiences of the subordinates, 
she questioned the readiness of some learners for the ally sentence 
stems and the world of unity activities because of their resistance and 
withdrawal. The celebration of sexual orientations seemed flat and 
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unproductive to her, and she called for another approach to increased 
perspective taking options for action. 
The S educator felt that some degree of perspective shift happened 
for almost everybody, though for some it was the first time they had 
seen another point of view, and for others it was a visit to previously 
glimpsed perspectives. Only one person declared no increased perspec¬ 
tive or options at all, and s/he explained her comment by describing her 
own "limitations due to strong religious convictions which will not 
change." 
Process observers reported many questions to the speakers' bureau 
which reflected increased perspective taking, as well non-verbal behav¬ 
iors that demonstrated support and empathy. In their observation of the 
Freire model, they felt that options for action were introduced in the 
question, "How would you act differently instead of colluding?" The 
structure of the activity assumed that people would act differently, it 
did not permit checking for concreteness, and the public report of 
actions was too high risk for the group so that only six or seven people 
volunteered responses. 
The process observers thought that the back rub and the song helped 
to create a sense of personal closeness that facilitates the integration 
of new perspectives, and one learner did report not liking "touchy- 
feely" things, but that this was good for her/him. Observers concurred 
that a majority of learners broadened their scopes, but that acting on 
wider options only seemed possible to some of them. 
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Question fourteen asks learners to list three personal learnings 
from the workshop. Sixty learnings were listed by twenty-two of the 
twenty-four people reporting. Eighteen of the learnings are intraper¬ 
sonal, thirty-four are interpersonal, and eight are societal. Four of 
the learnings reported are action oriented, and twenty are basic atti¬ 
tudes or beliefs that form the basis for action. 
Some examples of intrapersonal learnings are: I have so much more 
to learn; for me, intellectual understanding is only part of learning, I 
need to go for feelings; I fall somewhere on that continuum, not at the 
extreme, like I thought; this really showed me my opinions on topics I 
never take the time to consider; I'm more at ease with my sexual identi¬ 
fication; Freire's model gave me excellent personal insight--my own col¬ 
lusion. 
Interpersonal learnings included the following: I want to empower 
people to get to the top of their personal mountains; heterosexuals and 
homosexuals can be allies; all people celebrate intimacy; the willing¬ 
ness of some people to share upsetting strong feelings; the willingness 
to trust others' actions to be generous; homosexuals can be homophobic; 
several straight acquaintances are now friends and allies; how deeply 
people can care when it's safe to. 
Some of the societal or systemic level learnings are: the histori¬ 
cal and religious origins and contents of the nature/nurture question; 
that women are allowed to be closer emotionally and physically than men; 
the "sin" myth can be a real stumbling block to some people; what 
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heterosexism means; how wrong the stereotypes are; I can't separate 
myself from the reality of the homophobic world. 
Question fifteen asks how they will apply these learnings in their 
lives. Twenty-four different ideas for application were reported by 
eighteen different learners. There were ten intrapersonal development 
ideas, eleven interpersonal actions, and three societal actions for 
social change. 
Those ideas involving intrapersonal development included: trans¬ 
form my anger at unconscious people into positive energy in my immediate 
environment, support my own beliefs, and not conform; don't be afraid of 
my own sexuality--allow myself to trust and risk more; apply my new 
awareness to my vulnerable spot, my relationships with men; don't let 
corporate survival get in the way of personal integrity; research the 
"sin" aspect; ease my own rigidity about what it means to be a lesbian, 
and be the person I am. 
Some of the interpersonal actions listed are: work as an RA with 
students on floor to interrupt gay jokes; share this information with my 
father, stepmother, and siblings; know that it is different for every¬ 
one; let my homosexual friends know that I am an ally; affirm my homo¬ 
sexual friends; try to live in a manner that does not promote hetero¬ 
sexism; stop trying to categorize people by sexual orientation, gender, 
and color. 
The societal actions for social change are: I will use these 
learnings in my career in psychology; I will give serious consideration 
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to gays applying for work at my place of employment; I plan to facili¬ 
tate social issues workshops. 
The D educator felt that some learners were not ready to take any 
action, and that in designing workshops, educators need to be sure that 
all goals can be met for all developmental levels of learners. She 
identified learners who could not go out and interrupt heterosexism 
after the workshop, and who, in fact, still very much endorsed some of 
their own stereotypes and prejudices. 
The S educator suggested that working for application of insights 
"relevant to their developmental growth" is a broad objective for the 
continuity stage of the workshop. For some, action is thinking, for 
others it is talking to others, and for still others, it may mean becom¬ 
ing active in gay rights or teaching heterosexism classes. For those 
learners who showed no evidence of change or movement, perhaps this goal 
was not achieved. 
Process observers focused on Sunday afternoon's agenda to assess 
the success of the continuity stage. They reported some learners having 
difficulty with the assumption that everyone was ready and capable to 
start thinking about action from the Freire model through the ally 
sentence stems, and the world of unity fantasy. They described emotion 
levels as high, especially during the ally sentence stems, when a com¬ 
ment from the S educator "triggered" an acceptance level dominant. 
This accent on emotion seemed to push everyone to take internal 
inventory of her/his current status and invest in it, which resulted in 
people having difficulty letting the D educator "guide" their fantasies 
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in the world of unity activity. Some learners did not do the activity, 
one left the room, and others said it was too long and off target for 
them. Despite this trend, however, process observers report full and 
active participation in the closing whip of learnings, done orally. 
Both energy level and content indicate involvement of most learners in 
the closing. 
In summary, the continuity stage seems to have been achieved to a 
moderate degree, with the strongest indicators coming from the learners' 
reports of satisfaction and movement on written evaluations. The most 
notable exception lies with the active acceptance level learners who 
reported some retrenchment and defensiveness along with naming some 
learnings and changes they will undertake. 
Summary Analysis 
This section summarizes and suggests explanation for the result of 
the analysis of workshop two, in the same format as workshop one. Each 
goal in relation to Kegan's stages, the extent to which it was accom¬ 
plished, and reasons that informed that assessments are the subjects of 
this section. 
(1) To help each learner articulate and consciously examine her/his 
current understanding of heterosexism as an issue of oppression. This 
goal assumes that learners have an understanding of heterosexism as an 
issue of oppression, or are receptive, upon hearing evidence to prove 
it, to agreeing with that premise. The institutional structure of non- 
required university courses suggests that people will choose a course 
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having some idea what its title means, and that one would not put one¬ 
self into a situation voluntarily that one does not wish to be in. 
For the people in this workshop for whom those assumptions were not 
true, expectations for goal achievement and resulting confirmation are 
limited. For other learners, and for the workshop design however, it is 
possible to measure degrees of success. 
There was agreement from all evaluators that the design contained 
many and varied opportunities to articulate current understandings. A 
valuable conclusion related to this goal is that learners at different 
developmental stages need widely varying amounts of time to talk about 
and elaborate their developmental understandings. They also need widely 
varying levels of questions to stimulate that thought. 
One variable that seems to influence the time and types of ques¬ 
tions that are helpful is the person's location within her/his develop¬ 
mental stage, i.e., how much thinking about the issue (elaboration) s/he 
has done prior to attending the workshop. A person who has just begun 
to think about heterosexism needs more time and acceptance than someone 
who has been aware for a while that s/he needs to push her/himself on 
the subject. The former person may not feel embedded or secure with 
her/his world view yet, and therefore may be defensive. The latter 
person may be ready to take a risk and need only one nudging question to 
move. It is important to facilitate confirmation for all learners 
regardless of their world view. 
Another variable seems to be what stimuli are being introduced, 
what questions are being asked. Content in relation to personal 
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experiences (the hurts that have resulted in the past) give some ques¬ 
tions an emotional loading that causes a "trigger" response, and re¬ 
trenchment rather than stretching. 
A third variable seems to be who is asking the question and how 
assured is that person of her/his world view. People may be more re¬ 
sponsive to others like themselves, from whom there is no perceived 
threat, power differential, or large gap in developmental level, while 
the presence of those factors may lessen the learner's sense of being 
confirmed, and may limit openness to new perceptions. 
These speculations may explain why, in workshop two, some learners 
took their opportunity to articulate their currnet understandings of 
heterosexism as an issue of oppression, and others did not. Implica¬ 
tions for future workshop designs will be discussed in Chapter V. 
(2) To engage and broaden each learner's scope of awareness and 
knowledge by examining personal and social manifestations of heterosex¬ 
ism from learners' experience. The largest amount of success with this 
goal is related to the amount of discussion time, experience and opinion 
sharing, and process/response time that was contained in the original 
design, and that was a function of emerging dynamics and needs of the 
group. Every evaluation cited that aspect of the design and experience 
of the workshop as of critical importance. 
The less successful part of this goal is related to the lack of 
content focusing on institutional and cultural manifestations of hetero¬ 
sexism in the lives of the learners. Some of the communication trends 
that were reported in this workshop, repeated return to acceptance level 
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questions, defensiveness and accusations of bias against heterosexuals, 
and the pervading personalization of issues, partially by design and 
additionally by dynamics, may have been made less volatile by focusing 
on the external mechanics of heterosexism as they manifest themselves in 
institutions and culture. 
Not having the film, and not including sufficient content on dis¬ 
crimination based on sexual orientation and the many levels of homo¬ 
phobia in our institutions and culture, adversely affected the achieve¬ 
ment of this goal. 
(3) To introduce information to contradict traditional misinforma¬ 
tion about heterosexism which may stimulate confrontation and discussion 
among learners attempting to understand this phenomenon. Two-thirds of 
the learners claimed they gained new information, and twenty-two out of 
twenty-four listed learnings that resulted from the workshop. Discus¬ 
sions reflected high degrees of involvement and animation, and in the 
large group, two-thirds of the learners spoke regularly. There was wide 
variety in the points of view being expressed, explored, questioned, and 
clarified which indicates a relative sense of safety in the group. 
Those learners who did not speak as often showed non-verbal signs of 
attention and participation, and evaluations confirmed their intellec¬ 
tual and emotional presence. 
Several learners acknowledged how little they knew, and made speci¬ 
fic requests for more information, and the educators identified addi¬ 
tional informational segments which they would like to add to the work¬ 
shop design. Additions and revisions in content will be suggested in 
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Chapter V to accommodate these needs and to balance the previous content 
addressed in the workshop design. 
1° Provide opportunities for resolution of contradictions at 
more adequate levels of meaning and action than were previously avail¬ 
able to learners. This goal is hard to measure in that one is tempted 
to try to discover whether learners have indeed acquired more adequate 
levels of meaning and action, rather than whether the workshop design 
provided opportunities for that to happen. Naming what kinds of work¬ 
shop activities provide those opportunities, and then assessing the 
degree to which this workshop offered those activities will help with 
this process. 
Some activities might include: introduction to developmental stage 
theory as a context for the process of consciousness raising on issues 
of oppression, the presenting and welcoming of contradictions, some 
structure to address these contradictions, unstructured time to address 
them in one's own way (elaborate), exposure to more adequate levels of 
meaning, chances to "try on" those levels, acceptance, support, and 
encouragement in a safe and trusting atmosphere, and a format to formal¬ 
ize next steps. 
This workshop design did not provide the developmental stage con¬ 
text explicitly, and it lacked sufficient unstructured time to elabor¬ 
ate, or address contradictions in one's own way. These aspects are the 
content of specific suggestions in Chapter V. 
The other opportunities listed above were a part of the workshop 
design, and were acknowledged by learners and educators as significantly 
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helpful aspects in the process of exploring contradictions. Comments 
taken directly from learners' evaluations which reflect this awareness 
include: "What surprises me is the number of people who come in with 
closed minds. ... I truly appreciate your being able to accept them on 
the level they have reached, and the support you gave us all." "You 
successfully created a nonthreatening environment, rich in information." 
"Good job of addressing people at the level they are and accepting 
that." "You found the positive in all our opinions, but also criticized 
constructively. Your tolerance, patience, positive response, and 
helpful thoughts, even to apparent negativeness was great." "You are 
caring for people no matter what their opinions." "... Something 
allowed everyone to stay with the workshop in spite of vast differences. 
Some people became defensive, but they admitted it and got validated. 
Many people expressed conflicts of values or religious or moral teach¬ 
ings. But everyone came back after each break. No discussions (and 
there was much interaction) deteriorated into shouting matches." 
Not all conflicts were resolved, but the design offered beginning 
opportunities to think, discuss, and challenge. The workshop met goal 
four adequately, and ideas for future improvement follow in Chapter V. 
(5) To promote increased ability to see the perspectives of others 
and to act with more options based on these perspectives. Increased 
ability in perspective taking and a wider set of options for how to be 
and act in the world are indicators of movement toward a more inclusive 
world view, i.e., a higher level of development. This goal asks whether 
the workshop design promoted a widening of world views. 
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at most the willingness and commitment to act based on that wider scope 
of understanding. Nine people made general statements that this work¬ 
shop had changed them or their points of view in important positive 
ways. The same person wo said s/he didn't think s/he could ever take 
any action to fight heterosexism at the beginning of the workshop also 
said at the end of the workshop that s/he was going to try to understand 
homosexuals more and be more aware of their presence if they did the 
same for her/him. (S/he reported this shift in perspective on the 
evaluation sheet.) 
These reports and the observations of the educators suggest that 
goal five was reached to different degrees and on different levels for 
almost all the learners. Only one person said that s/he had not changed 
anything about the way she thinks about the issue nor would s/he change 
her/his behavior or beliefs. S/he acknowledged getting new information 
from the definitions and the speakers' bureau, but her/his learnings had 
to do with reaffirming that s/he is set in her/his ways and does not 
wish to see anything else or to move. 
Goal five may not seem to be achieved for this learner, and her/his 
presence in the workshop may not have influenced her/him to change now, 
however s/he reported many ways the workshop had impact on her/him 
intellectually and emotionally in the evaluation. S/he reported feeling 
safe to express her/his views and feeling supported and accepted as s/he 
stated her/his refusal to be an ally in the group. It seems that the 
design and experience, at minimum facilitated her/his expression of a 
perspective for others to hear. 
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Forty-nine comments were written on evaluations that reflected at 
least, awareness of a wider scope of information and perspectives, and 
at most the willingness and commitment to act based on that wider scope 
of understanding. Nine people made general statements that this work¬ 
shop had changed them or their points of view in important positive 
ways. The same person who said s/he didn't think s/he could ever take 
any action to fight heterosexism at the beginning of the workshop also 
said at the end of the workshop that s/he was going to try to understand 
homosexuals more and be more aware of their presence if they did the 
same for her/him. (S/he reported this shift in perspective on the 
evaluation sheet.) 
These reports and the observations of the educators suggest that 
goal five was reached to different degrees and on different levels for 
almost all the learners. Only one person said that s/he had not changed 
anything about the way she thinks about the issue nor would s/he change 
her/his behavior or beliefs. S/he acknowledged getting new information 
from the definitions and the speakers' bureau, but her/his learnings had 
to do with reaffirming that s/he is set in her/his ways and does not 
wish to see anything else or to move. 
Goal five may not seem to be achieved for this learner, and her/his 
presence in the workshop may not have influenced her/him to change now, 
however s/he reported many ways the workshop had impact on her/him 
intellectually and emotionally in the evaluation. S/he reported feeling 
safe to express her/his views and feeling supported and accepted as s/he 
stated her/his refusal to be an ally in the group. It seems that the 
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design and experience, at minimum facilitated her/his expression of a 
perspective for others to hear. 
(6) 1° help learners connect their awareness with action in a way 
that is relevant to their own developmental growth and social change in 
their environment. This goal can be achieved in many different ways, 
including helping people to see their own role in the way things are, to 
realize that change is needed, to acknowledge that they can do some¬ 
thing, to become aware of why they might want to do something, to 
identify concrete things they could do, to plan and commit to doing that 
thing, and to support others and receive support for doing it. 
Each of these ways was addressed, at least minimally by the work¬ 
shop design and process. The expectations for achievement of this goal 
need to be relatively low and flexible when the group is mixed develop¬ 
mental ly, and a high percentage of the learners are new to the issue. 
One cannot expect a learner who is just beginning to think about hetero¬ 
sexism to come out of the workshop with a major action plan for social 
change. For some people, simply thinking about the information they 
heard which is different from that which they had believed before, is a 
major action plan. 
Even with these limitations in mind, it seems clear that the major¬ 
ity of learners were able to articulate applications for their learnings 
in terms of action for growth and change. The scope varies but the 
existence of twenty-four action plans gives rise to the conclusion that 
goal six was achieved in the workshop design. 
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In conclusion, this chapter has presented the results of learner 
evaluations, educator evaluations, and process observer comments, with a 
summary analysis. Chapter V offers conclusions, implications for fur¬ 
ther development of this project, and suggestions for application of 
learnings. 
CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS 
This chapter revisits the purpose and process of the project in 
order to draw conclusions about effectiveness, identify areas that need 
improvement, and make recommendations for changes. In a final section, 
the author also discusses issues raised by the project, and new ideas 
that should be incorporated in further study. 
Purpose Revisited 
Although education about heterosexism, homophobia, and homosexual¬ 
ity exists, none of the efforts reviewed described any grounding in 
pedagogical theory, nor any educational principles that guide decisions 
about what to teach, how to teach it, or how outcomes might be evalu¬ 
ated. This project seeks: (a) to develop an educational design tool 
which is grounded in pedagogical theory, guided by educational princi¬ 
ples, and matched to the content and learners; (b) to apply the tool to 
the design of two model workshops; and (c) to evaluate the workshops in 
terms of their effectiveness at applying the principles. 
The project is original in that it reflects several theories and 
models applied in combination to the content of heterosexism for the 
first time. The oppression model developed by Bailey Jackson and Rita 
Hardiman served as the organizer for defining heterosexism as an issue 
of oppression. The principles for teaching anti-oppression education 
refined by Gerald Weinstein and Lee Bell provided a theoretical basis 
for designing and conducting the two workshops. 
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The workshops were conducted as part of the Social Issues Training 
Project, which offers one undergraduate credit in the University of 
Massachusetts School of Education for participation in the sixteen hour 
weekend workshop. A series of six one-credit workshops is offered each 
semester on six issues of oppression. 
The workshop plan and the evaluation questions were organized ac¬ 
cording to Kegan's three stages of the educational environment which may 
facilitate developmental growth. They are confirmation, contradiction 
and continuity, and evaluation results were presented which reflect the 
degree to which each of those stages was accomplished by the two work¬ 
shops. 
The areas of specific educational concern addressed by this project 
were scope, purpose, content and method. The project intended to broad¬ 
en the scope of heterosexism education to include the cultural context 
of heterosexism, the systematic socialization that shapes people's 
perspectives about sexual orientation, and connections among beliefs, 
attitudes and behaviors, among personal, institutional and cultural 
manifestations of heterosexism, and among all the issues of oppression 
in our culture. 
The project defined the purpose of heterosexism education as two¬ 
fold. First, the purpose is to name the problem being addressed and the 
content to be studied as heterosexism, not homosexuality, and second, to 
promote psychological development, i.e., conscious, informed meaning¬ 
making about heterosexism by: (a) enlarging the body of information 
that informs learners' thinking to include the role of social learning 
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in heterosexism, and increased awareness of the limitations heterosexism 
puts on heterosexuals and homosexuals; (b) promoting learners' ability 
to see the perspectives of others different from themselves; and (c) in¬ 
creasing learners' repertoire of action options for what to do next. 
The project enriched content by: (a) identifying cognitive, affec¬ 
tive and behavioral content from arenas of personal knowledge and public 
knowledge, (b) promoting analysis of and interaction with that content 
in relation to the learners' current world views, leading to more ade¬ 
quate meaning making, and (c) connecting awareness with implications for 
a new belief-attitude-behavior cycle. 
The project influenced method by having educators teach to achieve 
developmental goals which are matched to the specific levels and needs 
of learners in ways that consciously value, involve, challenge, and 
guide them toward concrete relevant learnings and action. 
This discussion of concerns may seem circular because of the reci¬ 
procal influences of each aspect on the others. The theoretical and 
practical tools suggested by this project are like an instruction dia¬ 
gram for assembling a complex puzzle, the educational experience. The 
assembly process requires study, measurement and preparation ahead of 
time, knowledge of the logical sequence of steps, careful fitting and 
matching of parts, constant long range vision, ability to adjust and 
shift when necessary, and acknowledgment that there is always room for 
improvement. 
The purpose of this project, restated in terms of the puzzle meta¬ 
phor, is to develop a broader scope, theoretically grounded, learner- 
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based, tested and evaluated, instruction diagram for assembling the 
puzzle of heterosexism education. The following section will review the 
process for developing this diagram, and present conclusions and recom¬ 
mendations. 
Process Revisited 
The three critical areas for decision making in the educational de¬ 
sign process as identified by Lewin in the BPE model (Hunt and Sullivan, 
1974) and Bell and Weinstein in the AOE model (1983), are: (a) identi¬ 
fying desired goals or behavioral outcomes, (b) assessing learner per¬ 
spective and experience, and (c) choosing instructional procedures and 
learning environment. Those three areas serve as organizing categories 
for the presentation of conclusions and recommendations for improvement 
drawn from the evaluations of the two model workshops. 
Conclusions and recommendations in all three of these areas seemed 
to cluster around four main themes which are: 
(A) The need to expect and accommodate the broadest possible range of 
learner characteristics in all aspects of the educational process, 
(B) The need to provide more time and structured opportunity for learn¬ 
ers to elaborate, analyze, and draw conclusions about the content 
of the workshop and their reactions to it, 
(C) The need to provide more time and structured opportunity to begin 
resolving contradictions that arise in the source of the workshop, 
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(D) The need for a balance between personal and societal focus in con¬ 
tent of the workshop, and in this case for more attention to 
social, institutional, and cultural contexts. 
These themes emerge and are described in different ways in relation to 
each aspect of the workshops beginning with the workshop goals. 
Goals 
The six goals, derived from the AOE principles, and used to begin 
the educational plan were: 
(1) To help each learner articulate and consciously examine his/her 
current understanding of heterosexism as an issue of oppression. 
(2) To engage and broaden each learner's scope of awareness and 
knowledge by examining personal and social manifestations of heterosex¬ 
ism from the learner's experience. 
(3) To introduce information which may contradict the traditional 
misinformation about heterosexism, and which may stimulate confrontation 
and discussion among learners attempting to understand the phenomenon. 
(4) To provide opportunities for the resolution of these contradic¬ 
tions at more adequate levels of meaning and action than were previously 
available to learners. 
(5) To promote increased ability to see the perspectives of others 
and to act with more options based on those perspectives. 
(6) To help learners connect their awareness with action in a way 
that is relevant to their own developmental growth and to social change 
in their environment. 
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The goals stated for this design project represent a first attempt 
at articulating measureable behavioral indicators of development which 
is a desired outcome of AOE. They also reflect Kegan's environmental 
stages for facilitating development (confirmation, contradiction, and 
continuity). Evaluating to find the degree to which these stages were 
achieved, and the degree to which the goals were met, cannot indicate 
the degree to which development actually occurred among the learners. 
It can only suggest evidence that some of the indicators of development 
were manifested. 
The first concern about workshop goals is that they did not make 
explicit the more complex levels of analysis necessary for effective 
elaboration of the learners' perspectives. Development can be facili¬ 
tated by explicitly naming, analyzing and comparing one's current per¬ 
spective on an issue to the most accurate public knowledge available and 
to the views of others. The goals identified all three levels as 
desirable behavioral outcomes, and solicited responses on the naming 
level, but they did not specify how those deeper levels of analysis and 
comparison might be accomplished. One suggestion for making more 
explicit the deeper levels is to include a goal which identifies the 
tasks which can lead to those levels. It might look like this: 
To engage each learner in identifying and analyzing the conclu¬ 
sions, beliefs, and values that underly her/his current world view 
about heterosexism 
This goal gets at the second level analysis necessary for true elabora¬ 
tion of one's developmental perspective. It asks learners to look 
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beneath what they say and do and draw conclusions about how they make 
sense of heterosexism in their lives. This goal could be evaluated by 
asking learners (in several evaluation questions) to what extent, and in 
which activities they were asked to draw conclusions about what they 
actually believed, to articulate those beliefs, and to identify implica¬ 
tions of those beliefs. 
Another concern which emerged in analysis of the project is the 
inherent assumption stated in goal one, restated in the assumptions 
section of both workshops, and built into the fabric of the designs, 
that the problem is defined as heterosexism, not homosexuality, and that 
lesbians, gay men, and bisexuals are oppressed groups, not sinners, 
criminals or perverts. Historically, the way educators had framed the 
problem (as homosexuality) limited the possibility for a wider perspec¬ 
tive. This project attempted to avoid that limitation by framing the 
problem differently, and this change stimulated different limitations. 
Learners who could not agree with the premise that the problem is 
heterosexism were sometimes blocked in their potential for developmental 
movement because their world views were not accepted or confirmed in the 
early stages of the workshop. 
This author does not suggest eliminating that assumption from the 
philosophy since it is a major premise of this approach, but rather an¬ 
ticipating this issue, and planning sufficient context setting, discus¬ 
sion, language awareness, and management of dynamics and norms to avoid 
alienating, blocking or denying the world views of active acceptance 
learners. 
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This task might be made easier by explicitly identifying three more 
goals for the workshops' design. 
Io__sinstantiate the premise that the problem in our culture is not 
homosexuality, it is the social response to homosexuality, or 
heterosexism. 
By naming this premise as a goal and not an assumption, educators can 
invite learners who disagree to suspend their disagreement for the dura¬ 
tion of the workshop and "try on" this other frame of reference, instead 
of assuming that that disagreement never existed. A second addition to 
specify confirmation for all learners as a goal might be: 
To create a safe, open, accepting atmosphere for discussion of a 
wide variety of points of view. 
This was as unstated goal before, although inherent in the confirming 
stage, and several evaluation questions assessed the levels of safety 
perceived by learners. It seems to be an integral part of the learners' 
responses to the workshop and may be more effectively met if made expli- 
ci t. 
To provide a clear plan for what the learning experience will 
consist of, including working assumptions, agenda, and biblio¬ 
graphy. 
This goal was also unstated before, and stating it serves to reduce ini¬ 
tial tension among learners who may be unsure about what to expect, or 
in what philosophical perspective the educational experience has its 
roots. These additions may address the concern about alienating active 
acceptance learners. 
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A third concern relates to the assumption in the third goal that 
since everyone has learned misinformation about heterosexism, everyone's 
views will be contradicted by the new information presented. Obviously, 
some learners were well-read, sophisticated, socially conscious indi¬ 
viduals who had accurate information and valuable insights to share with 
others. Explicit recognition of their perspectives is suggested by 
rewriting goal three as follows: 
To introduce information from a variety of sources which may con¬ 
tradict, supplement, or confirm learners' original information, and 
which may stimulate confrontation and discussion among learners 
attempting to understand the phenomenon. 
This rewrite simply acknowledges that learners may have various amounts 
of information with various degrees of accuracy, and that which is pre¬ 
sented or solicited (public or personal knowledge) will reflect both how 
the educators are making sense of the issue, and how other learners are 
making sense of the issue. This goal can be evaluated by asking learn¬ 
ers to identify both public and personal information that was contradic¬ 
tory, supplemental, or confirming to their own knowledge base. 
Evaluation and analysis of the workshops suggested that an abun¬ 
dance of contradiction-stage information was presented, and then the 
learners were asked to shift directly into taking action. This suggests 
the need for more time and specificity on the steps for resolving con¬ 
tradictions, drawing conclusions, and integrating new insights and per¬ 
spectives into learners' lives. Restating goal four might help educa¬ 
tors attend to this task. For example: 
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To encourage the expression, discussion, and analysis of as many 
points of view on this information as possible, leading to resolu¬ 
tion of contradictions at more adequate levels of understanding. 
This restatement simply makes more specific the process leading to reso¬ 
lution of contradictions, and it leads into the next goal having to do 
with perspective taking. This goal can be evaluated by asking learners 
to summarize several points of view they heard expressed that are dif¬ 
ferent from their own, and then to speculate about their underlying 
beliefs, or values. This second level of analysis gets at the meaning¬ 
making aspect of development. 
The goal about perspective taking. To promote increased ability to 
see the perspectives of others and to act with more options based on 
those perspectives, can be used more effectively. This goal can be 
stated in the same way it was, but the evaluation of it needs to be 
approached on a more complex level to promote elaboration and integra¬ 
tion of insights. The evaluation could ask learners which of the points 
of view identified in goal six can they understand, which can they 
endorse, which can they own, which can they act on. Those questions 
reflect the various stages of perspective taking described by Selman and 
Byrne (1974). 
Evaluation results and their interpretations seemed to indicate a 
low percentage of societal, institutional, and cultural level insights 
and potential actions from both workshops. Despite the fact that goal 
six stated that "social change in their (the learners') environment" was 
a desired outcome, neither the content of the workshops nor the 
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philosophical focuses of the workshops created the likelihood of those 
outcomes being achieved. The societal content weaknesses were reported 
in Chapter IV, but perhaps more importantly, the emphasis in both work¬ 
shops was on intrapersonal and interpersonal outcomes. All the peda¬ 
gogical theories have their origins in psycho-social domains, and the 
time spent with the oppression model which comes closest to addressing 
institutional and cultural content was shortened in both workshops. 
One of two adjustments could bring the goals and the workshop de¬ 
signs into agreement. Which is appropriate depends on the desired focus 
for the particular learner population. The first is to eliminate the 
social action component from the goals entirely, so that the final goal 
would read: 
To help learners connect their awareness with action in a way that 
is relevant to their own developmental growth. 
This restatement eliminates the final phrase "and to social change in 
their environment" since readiness to promote social change cannot be 
assumed for all learners. It is desirable that the goals be stated in 
ways that are achievable for all potential learners. If a learner is 
ready to work for social change, there is room in the evaluation of this 
goal to name that action. If someone is not, s/he can still report 
success in the assessment of this goal. Evaluation questions might ask 
what are each learner's personal next steps in dealing with heterosexism 
and why, i.e., what underlying beliefs, values or attitudes motivate 
them to take this step? 
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The other approach to making the goals and the workshop designs 
consistent is to use the original goal, and to include significant seg¬ 
ments in the workshop design that address, in detail, the social, insti¬ 
tutional, and cultural manifestations of heterosexism, their implica¬ 
tions, results, and possible strategies for working for institutional or 
social change. 
These suggestions for improvement of the goals for future workshops 
are intended to spell out more clearly what the intent and purpose of 
heterosexism education are. They attempt to push for more detailed 
elaboration of learners' present world view, and therefore do a more 
complete job of promoting development. They also consider a wider scope 
of potential learner developmental levels, focus on giving more time to 
resolution of contradictions and integration of insights, and attempt to 
balance societal and personal content attention. 
These goals are meant to guide the other two steps in the educa¬ 
tional design process, learner assessment and creating the educational 
environment. The following section draws conclusions and makes recom- 
. mendations about learner assessment. 
Learner Assessment 
This aspect of the educational design process involves asking ques¬ 
tions about the learners' characteristics either through assessment or 
informed prediction in order to match goals and decisions about the 
educational environment with the learner group. 
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Those questions include: (a) Who are the learners? What are their 
ages, occupations, traits in common, traits that are different, social 
group memberships? (b) What have the learners experienced that relates 
to heterosexism? What were their first awarenesses? How much exposure 
have they had to people different from themselves? How have they been 
touched personally by the issue? What information and values have they 
learned through socialization? (c) How have the learners made sense of 
the experience? Which learnings have been reinforced by experience and 
which have been challenged? What world view of heterosexism do they 
bring to the learning experience? What developmental level's tools are 
they using to make meaning about the issue? (d) What are their assump¬ 
tions, expectations, and resistances for this learning experience? What 
have they been told is going to happen? What do they want to get out of 
it? What style of learning experience are they used to? Are they attend¬ 
ing voluntarily? 
Four learner characteristics seemed to be significant influences on 
dynamics and learnings in the workshops. They are sexual orientation, 
stage of identity development, exposure to the issue, and rigidity of 
learned values. 
Different outcomes are documented for different groups according to 
these characteristics and those outcomes lead to conclusions and sugges¬ 
tions for improvement. For example, the one person who said s/he 
learned nothing except that s/he was set in her ways, and would never be 
able to see the perspective of a homosexual, identified her/his rigid 
religious upbringing as the reason for that perspective. Adherence to 
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fundamental religious teaching can often provide a stumbling block to 
moving through the acceptance stage because of the tendency for the 
teaching to include the message that questioning or challenging is not 
permitted. This tendency produces rigidity which is a strong predictor 
of prejudice (Allport in Harro, 1983). 
The philosophical nature/nurture dilemma can also limit developmen¬ 
tal growth by keeping learners stuck in looking for the origin or cause 
of homosexuality before being able to go any farther (i.e., look for a 
cure). That cause/cure frame of reference fuels myths and stereotypes, 
promotes discrimination, and contradicts the premise that heterosexism 
is an issue of oppression. 
The person who said s/he felt blamed, defensive, and discounted 
when lesbians in particular talked about what they liked about being 
lesbians, described her/himself as still holding on to some of the 
stereotypes because they must be true if so many people are saying so. 
This is characteristic of classic active acceptance stage dominant 
attitudes. 
The challenge to educators is to jolt the limiting perspectives 
into dissonance without alienating learners or condemning their sociali¬ 
zation influences, and then to offer another frame of reference, sub¬ 
stantiate it, let learners react to it until there is some resolution. 
These workshops invited all perspectives initially, then jolted old 
perspectives and offered new ones, but could have been gentler to those 
who held on tightly to the old ones, as reported by learners who felt 
coerced, or pressured to agree with the educators. Active acceptance 
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learners may have been shortchanged in the confirmation stage either by 
constant convincing efforts if they kept talking or by being overlooked 
if they kept silent. In addition, these workshops did not allow enough 
time for reaction to and integration of new perspectives presented. 
In relation to planning more reaction and integration time, a help¬ 
ful guide might be that it is more effective to provide for the resolu¬ 
tion of one contradiction than to introduce five and leave them unre¬ 
solved. The educational environment section has more suggestions on how 
to do this. 
Those learners who declared themselves not ready to do any kind of 
action were the same people who said they had never thought about or had 
any contact with the issue before the workshop, and those for whom the 
ally sentence stems and the action planning were on target were the ones 
who arrived in the workshop identifying themselves as people who have 
had some contact with or thought about heterosexism before coming. 
Their motivation was to enrich what they already were thinking, while 
the former people's motivation was to find out what heterosexism means. 
This suggests that people with more exposure to the issues might need 
less elaboration time on new perspectives, while people with less expo¬ 
sure might need more elaboration time. 
Self-identified subordinates reported significantly less increase 
in perspective taking in the second workshop than did dominants, and 
their action plans seemed more vague than dominants. They also reported 
hearing less new or contradictory information than dominants possibly 
because there were fewer role models at higher stages of consciousness 
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than they were, and because discussions were often drawn back to basic 
levels by questions or comments of acceptance and resistance level 
learners. 
In the first workshop evaluations reflected the sense that the 
workshop was more helpful for subordinates than for dominants possibly 
due to the presence of a larger number of subordinates and to their high 
levels of verbal participation in the group. Dominants in the group 
were either supportive of subordinates or they were silent. Support and 
confirmation for subordinates was evident throughout. Social group 
membership has strong implications for what learners need or find 
helpful in the workshop setting. 
Those four learner characteristics had strong impact on the dynam¬ 
ics of the group and the relative success of some of the design activi¬ 
ties. Some general conclusions can be drawn about assessing and pre¬ 
dicting learner characteristics as a tool for creating the learning 
environment. Each of these conclusions is followed with some concrete 
suggestions for improvement or change. They are not presented in any 
special order, but their interconnections will become obvious as they 
are explained. 
(1) Heterosexism educators must assume the broadest possible scope 
of learner characteristics and prepare the workshop design and the lead¬ 
ership styles to deal with them. The educators for the model workshops 
assumed that the learners who elected to take the course would minimally 
know what subject the word heterosexism had to do with, and had chosen 
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to attend because they wanted to expand their own knowledge base. Both 
of those assumptions were false for some people in the group. 
It might, instead, be logical to assume that there will always be 
exceptions to one's assumptions, and to use one's own experience and 
that of others to predict what some of those exceptions might be. A 
classic example is our assumption that everyone in the group can define 
the problem as heterosexism instead of homosexuality. There may be 
learners who hold perspectives that continue to see homosexuality as a 
sin, a sickness, a crime, or a form of deviance. The workshop's per¬ 
spective might be introduced in the goals as suggested before, in the 
context of defining oppression, discussing the systematic socialization, 
and giving examples of the institutional and cultural discrimination, 
persecution, harassment, and pain suffered by lesbians, gay men and 
bisexuals in our culture. Those examples can be framed as more proble¬ 
matic than choosing the "wrong" person to love. 
Recommendations for future workshops include to anticipate and plan 
for active acceptance level learners. It might even be helpful to 
decide specifically how to deal with learners who present predictable 
rigid perspectives by brainstorming possible perspectives, deciding on 
which ones to contradict and which ones to let go, and how to affirm 
people without endorsing their perspectives. 
Other suggestions for educators include affirm people, but not 
rigid views, stay respectful (practice saying, "I know you think that 
and the philosophy of this workshop disagrees"), be willing to let go of 
the desire to see growth in every learner, present the socialization 
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cycle early in the workshop so it can be used to explain where certain 
rigid beliefs come from, let the dynamics of the group help you to deal 
with particularly rigid learners (surely other listeners are having 
reactions to those with rigid views, and will engage if they are given 
the chance), "don't swing at every pitch" (it may be necessary to prior¬ 
itize the issues that deserve reactions, and to let some comments go by 
unchallenged). 
Another caution has to do with the assumption that everyone in the 
learner group will be ready to take a stand against heterosexism by the 
second day. Taking a stand assumes at least an active resistance devel¬ 
opmental stage which may not be true for everyone in the group. It 
might be more appropriate to identify a wide variety of "next steps" 
toward a higher consciousness about the issue. A next step need not 
involve action or taking a stand; it may be totally introspective. 
This author feels that it should be safe to assume that everyone 
who attends, does so for a reason, and that reason can be elaborated to 
discover a next step. If someone attends who does not want to be there, 
who has no reason or a negative reason (to sabotage the group in some 
way), that person should be directed to another setting, and the educa¬ 
tors need not change the workshop to accommodate him/her. 
(2) All developmental levels must be heard, represented, in infor¬ 
mation presented or discussions. Each learner, in order to feel that 
her/his world view is confirmed, needs to hear or see something that 
s/he thinks or says validated. This means validating the person, his or 
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her perspective and the reasons for it, not validating inaccurate infor¬ 
mation or ignorance. 
This might be accomplished by asking processing questions that pull 
for responses on all developmental levels, like, "How might someone who 
thinks homosexuality is a sin feel about having a dead person's gay 
lover speak at his funeral?" "What might it be like for a teacher whose 
closest colleague and best friend was just fired because she is a les¬ 
bian?" "What action could an anti-heterosexist person on a board of 
directors do to take a stand in her/his organization?" 
Another strategy to hear from all developmental levels might be to 
solicit consciously points of view representative of each stage in 
response to new information presented. This would encourage people who 
hold those views to articulate them, and once articulated, they can be 
examined. If no one in the learner group responds, educators need to 
model a variety of developmental responses so that learners begin to see 
that all views will be heard. 
People at all developmental levels can be "triggered" into an emo¬ 
tional response, which has implications for that person's openness, 
involvement, and feeling of validation. Educators may identify and 
explain the kinds of triggers that often come up at each developmental 
stage, so that if it occurs, it can be legitimized and used as a learn¬ 
ing experience with less likelihood of excluding someone. 
All of these strategies would be made easier if a version of the 
developmental stage theory being used (OLDT) were presented early in the 
workshop as an organizer for talking about different perspectives. 
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There are pros and cons to presenting it because of the "higher stage is 
better values surrounding developmental tools. It is more appropriate 
and more likely to be accepted and helpful for resistance, redefinition, 
and internalization stage learners than for acceptance stage learners. 
Further exploration of possible applications of the OLDT would be 
appropriate. 
(3) Just naming experiences and events is not enough for the ini¬ 
tial assessment questions in the workshop, nor is it enough to promote 
elaboration of learners' points of view. A deeper level of questioning 
is necessary to go below the surface and identify what developmental 
tools assist each learner in making meaning from that experience or 
event. If educators want to have a more precise picture of learners' 
characteristics, then they must probe with more detailed questions in 
the beginning activities of the workshop. 
For example, in the questions in a circle activity, where learners 
are asked to think of a time when . . . the next level of questioning 
for that event might be "What conclusions did you draw from that experi¬ 
ence/event?" or "What underlying beliefs shaped your reaction to that 
experience/event?" 
In the word association activity, instead of structuring a volun¬ 
tary call out of responses to words like "gay," "lesbian," or "homo¬ 
sexual," educators could ask learners to first jot down what words come 
to mind for them when they see those words, then go around the group and 
get one, two or three responses from everyone. The result will be a 
longer, more diverse list, and everyone will have had equal opportunity 
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to contribute. A second level of analysis is to select a few words from 
the list that represent different perspectives and ask people to identi¬ 
fy underlying messages that may have influenced that response. 
A third suggestion has to do with any discussion session in which 
the educator might, after a predominant pespective has gotten sufficient 
air time, ask, "How might someone else with a different point of view 
see this issue?" Then, "What values are inherent in each of the per¬ 
spectives we have been hearing?" 
All of these suggestions have as their goal to get to a deeper 
level of elaboration of stage perspectives, thus giving the educators 
more information about the learners for design purposes, and facilitat¬ 
ing a more complete developmental process for learners. There needs to 
be a delicate balance in encouraging learners to explore the roots of 
their views while not valuing some views more highly than others. Edu¬ 
cators cannot force people to see that one point of view is more ade¬ 
quate for making meaning than others, but sufficient elaboration can 
help learners discover their own contradictions. 
(4) The amount of exposure to the issue of homosexuality or hetero¬ 
sexism that a learner has experienced, has strong implications for what 
content and process are appropriate for her/him. In both of the model 
workshops, the presentation of public knowledge content was less than 
the discussion, experiential activities, and sharing of personal know¬ 
ledge and some people left still not having enough facts to contradict 
typical myths or not having a clear contextual understanding of the 
societal levels of heterosexism. Readings were targeted for some of 
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that information, but providing more in the context of the workshop 
makes sense especially when some learners may have had little or no 
exposure to the issue. 
Learners cannot be expected to stop believing old truths until they 
have convincing new truths to replace them and a context to give them 
significance. Again, educators may want to structure the process to 
include looking for the values inherent in both the old truths and the 
new truths, and to compare for which is a more adequate way of under¬ 
standing the issue. 
This base level content can be critical for beginning thinkers on 
heterosexism, and a more sophisticated analysis of the same content may 
enhance the more experienced learners. It still seems clear that infor¬ 
mation, only, is not enough to promote development, but information 
should not be sacrificed in the interest of involvement and personaliza¬ 
tion. Let that involvement take place in the analysis and examination 
of the information. 
(5) Workshop content and process must strike a balance in targeting 
both dominant learners and subordinate learners. Since it is not pos¬ 
sible to know which learners are which unless they choose to disclose 
that information, educators must assume that members of both groups are 
present, and design the learning experiences for everyone. 
Tasks should be included that ask learners to use both perspec¬ 
tives. For example, educators might ask learners to form groups and 
answer specific questions about the experience of being heterosexual in 
a heterosexist culture, and the experience of being gay or lesbian in a 
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heterosexist culture. The questions might be the same for both tasks, 
but learners are answering them from two different points of view. 
Tasks related to action strategies could be done from two perspec¬ 
tives, in that learners could be asked to list things a closeted gay man 
or lesbian could do to combat heterosexism, the things an out gay man or 
lesbian could do, the things a public heterosexual ally could do, and 
the things a heterosexual person who isn't ready to make a public stand 
could do. Regardless of social group or developmental stage, learners 
could participate in those activities. This structure may seem to 
encourage learners to keep their sexual orientations invisible by allow¬ 
ing people to choose actions that require less risk than they could 
undertake, but the expanded range of options may also encourage someone 
to do something who wouldn't have without other choices. 
In situations where people have disclosed their sexual orienta¬ 
tions, homogeneous group tasks could be assigned. Neither social group 
should be denied attention or energy in the workshop setting, since 
often oppressed groups need to raise their consciousness almost as much 
as oppressors. 
In keeping with this approach, including bisexuality becomes in¬ 
creasingly important. There may be cases where three perspective groups 
are appropriate. Both model workshops had learners who identified them¬ 
selves publicly as bisexuals, and were relieved to hear their orienta¬ 
tion legitimized in the content and process of the workshop. 
(6) Some learner characteristics are results of strong social con¬ 
ditioning and are unquestionably embedded in the identity of the 
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learners. They must be handled carefully and respectfully. Specifical¬ 
ly, rigid religious teaching that says homosexuality is a sin does not 
fit cleanly into the "old truths" category. Learners resist unlearning 
or even questioning religious teaching, and several cited their strong 
religious background as a primary reason for not being able to see 
heterosexism as an issue of oppression. 
More attention and opportunity to elaborate, compare, and discover 
underlying values might be given to religious teachings. Educators must 
make careful differentiation between questioning one's religion, and 
questioning the interpretation of certain religious teachings. Even so, 
educators should be prepared to lower their expectations for developmen¬ 
tal growth for learners with rigid religious beliefs, since the strong¬ 
est voice against homosexuality and gay rights comes from fundamentalist 
religious sects today. It might be useful to prepare a presentation on 
fundamentalist views and practices as a primary manifestation of hetero¬ 
sexism on a societal level. 
A certain amount of dialogue about the contradiction inherent in 
linking discrimination and religion, and about the human interpretation 
of religious doctrine needs to take place for the benefit of those 
learners who have vague questions, and need to hear the points argued. 
Educators should avoid engaging in debate with a fundamentalist, how¬ 
ever, since it could not be objective nor could it be resolved, and it 
could easily dominate the learning experience, to the exclusion of other 
content. It may also be helpful to invite a person who knows theology, 
and is a subordinate or an ally. 
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Creating the Educational Environment 
This area for decision making about heterosexism education has four 
aspects to it, all of which are critical to the success of the learning 
experience. They are choosing the content to be included, shaping the 
social climate of the experience, designing the sequence of learning 
experiences, methods, and procedures, and differentiating the educators. 
Conclusions and suggestions for each aspect are discussed in the follow¬ 
ing sections. 
Choosing content. Content might be categorized in different ways, 
cognitive/affective/behavioral, personal knowledge/public knowledge, or 
planned content/emergent content. Different categories are helpful for 
different kinds of analysis, and for drawing conclusions and making 
suggestions on this project the personal/pub 1 ic, planned/emergent cate¬ 
gories seem most helpful. In addition, a symbolic category has been 
created to describe additional content. 
Content for these two model workshops seemed to fall into six basic 
groups that were: (a) planned public knowledge, i.e., facts, theories, 
organizing models, presented by educators; (b) emergent public knowledge 
resulting from questions or discussion; (c) planned personal knowledge 
of learners, solicited in activities, i.e., experiences, memories, 
opinions; (d) emergent personal knowledge of learners resulting from 
questions or discussion; and (e) planned personal knowledge of subordi¬ 
nate guests and educators offered to describe the experience of being 
gay, lesbian or bisexual in a heterosexist culture; (f) symbolic con¬ 
tent, i.e., poetry, music, movement, art, etc. 
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Conclusions about content seem to center around a need for balance 
in the workshop designs, that is balance between public knowledge and 
personal knowledge, between personal knowledge of dominants and personal 
knowledge of subordinates, and between the past history of heterosexism, 
the present situation, and the potential heterosexism-free future. 
(1) Both designs needed more attention to public knowledge content. 
For many beginning level learners, that external, factual, "new truth" 
information is precisely what will lay the groundwork for them to begin 
to see that the real world is different than they were taught to believe 
(the "old truths"). If there are learners who are having difficulty 
seeing the problem as heterosexism, a strong, well documented presenta¬ 
tion of public knowledge may move them. 
In addition, having an abundance of public knowledge presented to 
which learners can react can help to focus the open discussions, and 
keep them from going off on tangents based on inaccurate information. 
There are several suggestions about public knowledge content that would 
enrich future workshop designs. 
One is to rework the entire myths section making it less threaten¬ 
ing, more complete, and more involving. Making it less threatening 
might involve being very explicit about the fact that we have all 
learned, in good faith, the things we believe to be true about gay men 
and lesbians, and until we have "new truths" to replace our old ones, we 
may be assuming that the "myths" are true. It may also mean treating it 
with a serious tone, rather than the game show approach of workshop one. 
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Making it more complete can also add to the seriousness of the con¬ 
tent. That means presenting more information, allotting more time, and 
not cutting back on myths if the time becomes short, but cutting some¬ 
thing else instead. Even before shortening the myths segment in the two 
model workshops, the plan was to address only three to five of the myths 
by presenting "new truths," accurate information. Results seem to indi¬ 
cate that laying the factual groundwork early in the workshop can pre¬ 
vent digressions and inaccurate discussions that consume time later in 
the design. It may reduce resistance significantly to choose the ten 
most common myths and provide information to dispel all of them early in 
the workshop design. 
Presenting information always has the potential to be boring unless 
it is done in creative involving ways. If a lot of information is to be 
shared about myths, it would be important to do it in ways that engage 
the learners as much as possible. 
Strategies like asking them to "vote on the ten myths they would 
most like to have new truths about" could involve them initially. Per¬ 
haps educators could prepare a "short story" ahead of time that contains 
as many of the common myths as possible, ask learners to read it, and 
then with a partner see how many of the myths they can identify. After 
they select them, educators could present new truths, and ask each pair 
to rewrite a segment of the story with the new information. That activ¬ 
ity would teach the new truths and connect it to the situation in the 
story which would alter the situation, so that learners would experience 
what can change when one operates on accurate information. 
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Another area of public knowledge that could benefit from more de¬ 
tailed attention is the definition of "stereotype." Although this is on 
a smaller scale than the body of information about myths, the stereotype 
is a primary tool of oppression. Large amounts of time would not be 
necessary to be sure that learners can distinguish between a character¬ 
istic of a person and a stereotype. 
Educators could present the characteristics of a stereotype using 
one or two examples, and then ask learners to take a stereotype that 
they believe to be true about gay men or lesbians, and analyze it in 
relation to those characteristics. This and other basic definitions, 
treated with serious attention in the early stages of the workshop can 
inform and shape all the discussions that follow, and may in themselves 
raise awareness. Eleven people in the two workshops identified the 
definitions section as the place where they learned new information that 
helped them think about an issue differently. 
A third area of public knowledge that sould be covered in far more 
detail than it was in the model workshops is the documentation of the 
mechanics of heterosexism on personal (but especially on) institutional 
and cultural levels. The more concrete examples of discrimination, 
invisibility, assumption of heterosexuality, isolation, harassment, 
stigmatization, persecution, homophobia, limitation, punishment, de¬ 
humanization, dissonance and death that can be made public, the stronger 
is the case that the problem to be solved is society's response to homo¬ 
sexuality, heterosexism. This presentation also makes it more difficult 
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for acceptance level learners to deny or discount the existence of a 
problem, and to justify their heterosexist stance. 
Another advantage to stressing these concrete manifestations is 
that the content is external and therefore less risky than being asked 
to talk about one's own life. The workshop should provide opportunity 
for learners to interact with and react to all the content presented. 
Other public knowledge content that should receive more attention 
is the unique results of homophobia and heterosexism that make this 
issue of oppression different from the others. Results like the debate 
over the origin of homosexuality (the cause/cure medical model), the 
religious, psychological, and legal stigma, isolation from family and 
others like oneself, etc. should be explained in terms of their role in 
keeping heterosexism alive, rather than just listed. Again, more time 
spent on this content early, may mean less time recycling in later 
discussions. 
A segment of content not covered in either of the model workshops 
is the contextual history of heterosexism in our culture. Other social 
issues workshops review the historical context as a natural part of the 
description of the oppression so that learners can trace patterns, 
phases, roots, and cultural influences of those oppressions as they have 
matured to the present day. Heterosexism is, in some ways, more diffi¬ 
cult to trace because of the forced invisibility and the taboo against 
public discussion of homosexuality, but in recent years, more research 
is being done, and more resources discovered or disclosed, so that the 
task of presenting an accurate and complete picture becomes easier. 
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Some experts believe that the more we know about the history and 
precipitators of a phenomenon, the more easily we can dismantle it and 
reconstruct a more desirable present reality. If this is true, some 
learners may be more empowered to create change if they have a clearer 
picture of the history of heterosexism. In any event, this growing body 
of public knowledge should be included in future educational experi¬ 
ences. 
These areas of public knowledge content need to be increased, as 
well as the opportunity for learners to react to them and discuss them 
in relation to their own ways of making meaning in the world. The re¬ 
sult predicted is that there could be an automatic balance between per¬ 
sonal and public knowledge content given ample discussion and processing 
time following each presentation. 
(2) The second area of content needing balance is in the area of 
planned personal knowledge about the experience of being one's sexual 
orientation in a heterosexist world. Both workshops gave careful and 
complete attention to creating, describing, and focusing on the experi¬ 
ence of being gay or lesbian, sometimes to an overzealous degree, as in 
the reverse world fantasy of workshop one. This activity has potential 
to be useful, but needs to be processed more carefully, and should not 
be combined with other activities that have the same goals. The result 
in workshop one was that learners were overloaded with the experience of 
being oppressed. Although that information is least accessible to the 
general population, and therefore is extremely valuable in facilitating 
perspective taking, understanding, and humanization of the issue, there 
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is also value in examining the more accessible, but less often explored 
experience of the heterosexual in a heterosexist culture. 
Clearly, the costs far outweigh the benefits to the gay man and 
lesbian, and analyzing the heterosexual experience may help heterosexual 
learners to see the costs they pay as well. Just as it is necessary for 
white people to acknowledge and understand the significance of their 
whiteness in perpetuating racism, their privilege, their unconscious 
assumption of normalcy, their cultural and institutional rewards, and 
their ignorance about the issues and feelings of oppressed racial 
groups, so it seems logical that there is much to be discovered about 
the privileges, assumptions, rewards and ignorance that are part of 
being heterosexual. 
Of course, there are also costs to heterosexuals, and discovering 
them can be a turning point for some heterosexuals in their willingness 
to take a stand against heterosexism. The majority of action strategies 
reported by learners following the two model workshops had to do with 
doing something that would help gay men or lesbians. Another whole 
category of action comes out of the self-interest in helping to free 
oneself from limitations. 
The balance should probably be two to one focus of time and activi¬ 
ties on the homosexual experience and the heterosexual experiences 
respectively. Strategies and sequence for this area of content need to 
be refined, and that process is begun later in this chapter. The 
results of adding this content could be reduction in blame and defen¬ 
siveness, and increase in confirmation and motivation. 
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(3) A third area of content that would enhance the educational ex¬ 
perience is creating a vision for a non-heterosexist society. Although 
both workshop designs attempted to address this content, in the first 
with the ally sentence stems, and the second with the world of unity 
fantasy, the song, and the ally sentence stems again, in neither case 
did it seem successful for a majority of the learners. 
Having accomplished the "what" and "so what" sections of the de¬ 
signs, focusing on the "now what" issues may provide an avenue for both 
dominants and subordinates who are ready to begin working for a non¬ 
heterosexist society. A possible approach may be to use Freire's stages 
of consciousness model to identify the "rules and roles" of a society 
that affirms all sexual orientations. By making these visions concrete, 
redefinition stage and active resistance stage learners will see a new 
range of options for action, and acceptance stage learners will see what 
change could look like, and may realize that change could benefit them 
instead of hurt them. 
Once that world which affirms all sexual orientations (affirming 
world) is described by these rules and roles, the OLDT model could be 
used to identify next steps or productive actions for each of the devel¬ 
opmental stages, so that learners begin to create a map for getting from 
the present situation to the potential affirming world. It seems to be 
extremely important to close the workshop with a clear sense of hope 
that change can happen and each person can contribute to it in small 
steps. 
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(4) The fourth and final area of content needing revision is that 
of symbolic content. This category includes music, poetry, readings, 
posters or art, drama or creative film. Readings and poetry were in¬ 
cluded in the first workshop, but not used effectively, and, in fact 
seemed to distract learners and interrupt mood. The song in workshop 
two was reported to be helpful by some learners, but could have been 
more effective, as well. 
Conclusions about this type of content involve two areas of con¬ 
cern. The first is that anytime symbolic content is used, it should be 
chosen carefully for mood, message, and purpose, and then processed in 
detail to assess its impact and effectiveness. Symbolic content can 
motivate different reactions and responses in different people, so it is 
important to report and analyze those reactions. 
The second is that symbolic content seems most effective when used 
as a stimulator, at the beginning of a workshop segment, rather than as 
a closing activity when no processing is possible. It can create a mood 
that evokes emotion and focuses learners' attention for other content, 
or it can create a mood that confuses emotions and distracts attention. 
The subjective learner response to symbolic content must be eli¬ 
cited and managed effectively if the content is to contribute to the 
learning experience. The song in workshop two was perfect for some 
learners, too much too soon for others, and too "touchy feely" for 
others. Careful planning and processing are necessary for effective use 
of symbolic content. 
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Shaping the social climate. A comfortable social climate is a 
necessity for educating effectively about heterosexism. Learners must 
feel as safe as possible, yet be encouraged to expand their comfortable 
perspectives and to confront the contradictions presented in the work¬ 
shop. That confrontation can happen more readily if the climate of the 
learning experience has been shaped to encourage trust and good manage¬ 
ment of emotional content. 
The AOE suggested principles used to inform the shaping of social 
climate in these workshops include: suggesting, explaining, and asking 
for consensus on guidelines for communication for the time the group is 
together, validating those learners who follow them, and who remind 
others to follow them, including and affirming all learners early in the 
workshop, being clear about what is to be expected in the workshop set¬ 
ting, modeling appropriate behaviors, avoiding surprises in the content, 
process, and outcomes of the workshop, and attending to closing issues. 
There are two areas of social climate in the two workshop designs 
about which conclusions have been drawn, and suggestions made. They are 
affirming all learners, while still interrupting oppressive comments and 
behaviors, and having contingency plans to shift the focus of attention 
from personal interaction to external content if necessary. 
The area of affirming all learners is a delicate one to manage in 
groups where there is a broad range of developmental understanding and 
some learners are clearly more advanced than others. It seems to be im¬ 
portant to validate the learners as people regardless of their beliefs, 
but not to validate their ignorance, misinformation, or prejudice. In 
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opening activities, it may be necessary to listen nonjudgementally to 
all the perspectives expressed and to work to create the feeling of 
safety and trust desired in the workshop. 
At some point in the first morning however, it is necessary to talk 
about the power of the socialization system that has taught us all 
inaccurate information and shaped our attitudes in ways that make us 
think that our perspectives are the only ones or the right ones. Educa¬ 
tors must introduce the notion of questioning the accuracy and fairness 
of what we've been taught and the practice of challenging any perspec¬ 
tive that reflects that socialization as part of what will occur in the 
workshop, while still continuing to validate the learners themselves. 
To make these ideas explicit may prepare learners for the fact that 
their ideas may be challenged, but their identities and personalities 
are not. Educators may need to remind learners of this differentiation 
as the workshop progresses. 
This may be a difficult differentiation for educators to make since 
we so often are judged by what we say or do. It may help to repeat the 
intent several times and to enlist the learners' assistance in keeping 
clear the difference between who we are and what we think. 
It may also help to remind learners and educators that our sociali¬ 
zation has been biased and has taught us the dominant, but not neces¬ 
sarily the most moral beliefs. We cannot be held totally responsible 
for what we believe and how we act until we are aware of it, have named 
it explicitly, have seen that we have options, and have begun the 
process of analyzing those options in order to choose what we want to 
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believe. Once that consciousness is there, then we are responsible to 
make the most moral or ethical decisions that we can, given our know¬ 
ledge and experience base. 
Some learners may resist the idea that our socialization is biased, 
and it is important to make that case clearly while still validating 
their rights to disagree. That assertion is one of the fundamental ones 
of the workshop, so it cannot be compromised, and the dissenting views 
must be heard, and not affirmed as true without challenge. 
It is also necessary to draw out and hear the expression of the 
broad range of perspectives initially and not to allow certain opinions 
to become the accepted norm to the exclusion of others, even if the 
accepted ones are those of the educators. Those learners who felt that 
a "party line" emerged in the first workshop, due to the domination of 
discussion by resistance level subordinates, did not feel safe to ex¬ 
press dissenting opinions, and were effectively excluded from full 
participation in the rest of the workshop. 
In workshop two, the pattern of dialogue between the acceptance 
level dominants and those who were "trying to convince" them that they 
needed to change their views was also one that excluded some learners 
from participation because they were somewhere in between. They didn't 
agree with the acceptance level dominants, but they didn't know enough, 
or didn't agree with the others either. A good design needs both struc 
tured activities that solicit a more balanced representation of perspec 
tives and better process management to prevent emerging trends from 
becoming patterns that exclude someone. 
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Some suggestions for structures that may help with these goals fol¬ 
low. One is to change the way the word association activity is con¬ 
ducted. Instead of making it a totally voluntary call-out, ask each 
learner to think of a few words that come to her/his mind when s/he 
hears "gay" and to jot them down on a note card. The note cards are 
then collected and all the responses read out loud and listed on the 
sheet. Others can then be added by voluntary call-out. By using this 
structure, the initial responses are anonymous, making all views safe to 
say and hopefully modeling some responses from all perspectives, so that 
the voluntary call-out will also be broader based. 
Another suggestion is to name explicitly the possibility of people 
saying something that may trigger others and include that dominants and 
subordinates can be triggered. This suggestion was included initially, 
but not incorporated concretely in the workshop designs, and no proce¬ 
dure for managing triggers was established. This procedure might be a 
sentence with blanks that the triggered person is asked to complete. 
"When you just said _, I was triggered because the underlying 
meaning/assumption that was called to mind for me was _, whether you 
meant that or not. I would rather if you would say _, and I will 
listen to your intention with an open mind." 
A suggestion that will enhance the feeling of safety for learners 
and will provide a structure for processing feelings that arise during 
the workshop is to use more dyads, two person processing discussions. 
This structure could be used often with a variety of combinations that 
build on each other, like pair up with someone with whom you have a 
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particular social group in common, and someone with whom you are differ¬ 
ent in a particular social group. Talk to someone you know fairly well, 
and someone you don't know well at all. Talk to someone who seems to 
agree with you on this issue, and someone who seems to disagree. Keep 
returning to the same person throughout the workshop in order to estab¬ 
lish a higher level of trust with that person for all your reactions. 
The risk level is low in talking to only one other person, and 
feelings are more likely to emerge with increased trust. The educators 
may even ask specifically for emotional content to be discussed in the 
dyads. A report out following paired time may provide for the sharing 
of information that is of value to the whole group but also may detract 
from the safety of private discussion. When content is important, 
report outs may be helpful, but more often, that shared time will be 
most safe if not reported on. 
The second area of concern has to do with having contingency plans 
which shift focus from personal content to public knowledge, external to 
the learners' responses in order to take the pressure off the learners 
if the climate becomes too intense, too personal, too conflictual. This 
may involve planning a speaker, ahead of time, or simply having back-up 
materials available in case a shift is necessary. These materials might 
include an extra film, pre-selected readings, a lecture on some aspect 
of public knowledge that could be sacrified if there is no need for it. 
The value of having such contingency plans is that if the emerging 
mood, or dynamics of the group call for a change of intensity, pace, or 
involvement level, and a break or dyad is not an appropriate 
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different social group memberships. These homogeneous groups might form 
around gender, as in the socialization rules brainstorm, race, for iden¬ 
tifying the different ways homophobia manifests itself in different 
racial and cultural groups, economic class, for exploring the difference 
in values about sexual orientation for those people who have disclosed 
theirs and wish to caucus. Heterosexism does play itself out different¬ 
ly based on a variety of variables including other social groups and 
exploring it with respect to those differences can only help to elabo¬ 
rate the subject more. 
Striving for more elaboration of developmental stages of under¬ 
standing is also a goal for improving the workshop designs. As was 
previously discussed, one of the shortcomings of these workshops was the 
tendency to push for stage movement, but not provide enough opportunity 
to elaborate present stages. Asking more questions about underlying 
beliefs will begin this process, and it must be continued by drawing out 
subtleties of what people are currently thinking, questioning, and 
agreeing with. 
One activity, adapted from a values clarification model, that draws 
on people's reasons for what they believe is to give everyone a sheet on 
which are written several purposely ambiguous statements about hetero¬ 
sexism, homophobia, gay men, lesbians, bisexuals, and heterosexuals, and 
which take a point of view. They might be statements like, "Some gay 
men invite ridicule by being very outrageous." "American literature 
classes should include and identify gay and lesbian authors." "People 
with strong religious beliefs tend to have strong feelings about 
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intervention, the necessary materials are already available for changing 
the design. These would have been valuable on the second day of the 
first workshop when the group was overloaded, and in the second workshop 
when some learners were ready to visualize a future without heterosexism 
and discuss the actions they could take, and others were needing to 
elaborate their acceptance stages further. 
Designing the sequence of learning experiences. The sequence of 
learning experiences, including the structures, methods and procedures, 
forms the map for going through the three phases of the workshop, con¬ 
firmation, contradiction, and continuity. Conclusions and suggestions 
for this section are organized according to those three phases. 
In the confirmation phase, several conclusions emerge around the 
need to confirm all learners more equally. One is related to the inten¬ 
tion of getting all learners talking actively and expressing their views 
as much as possible during the first morning of the workshop. It seems 
to be important to maximize individual air time, in structured ways, so 
that all learners are asked to express themselves explicitly, rather 
than voluntarily. In this way, the norms of domination in group discus¬ 
sions by one developmental point of view will not be set as easily, and 
all learners will be equally confirmed. 
Another area for attention to equal levels of confirmation relates 
to social group membership, not only in terms of content about dominants 
as was discussed before, but also in terms of using difference in social 
group membership as a factor in setting up groups, providing opportunity 
for caucusing, and assigning tasks which may have different outcomes for 
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homosexuality." Learners are asked to read the statements silently, and 
decide for themselves whether they totally agree, agree, disagree, or 
totally disagree with each statement. Then learners are asked to form 
groups of fiV6 or six, the educator reviews the rules for consensus 
seeking, and the learners are asked to reach consensus on the responses 
to the statements. A time limit is set, and with five minutes left, the 
educator announces that they may change the wording on any of the state¬ 
ments on which they can't agree. Obviously, the aim of the activity is 
not to find correct answers, but to draw out the reasons people take the 
stances that they do, and to identify content that needs attention and 
time. 
In the contradiction phase of the workshops, the comments that sum¬ 
marize areas of concern have to do with strengthening the public know¬ 
ledge content segment, as mentioned before, varying the modes of presen¬ 
tation of contradictory information so that it does not come primarily 
from personal experiences, but includes films, outside speakers, and 
symbolic presentations, and providing more opportunities for elaborating 
the contradictions as well as the present stages. 
One specific suggestion of merit is to invite an outside speaker 
who has expertise or credentials in theology or religion to address the 
issue of reconciling traditional religious beliefs with homosexuality. 
It would be ideal if the person were heterosexual but pro-gay/lesbian, 
to model the role of an ally. It seems that the more voices heard, and 
the more "experts" included in the contradiction phase, the more infor¬ 
mation will be generated for analysis and possible resolution. 
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One of the results of this analysis of the sequence of learning 
experiences used in the two models workshops is that a different way of 
organizing the content began to emerge. The following skeleton outline 
is a proposal for another sequence of learning experiences that may 
improve the effectiveness of the educational experience. It is a series 
of questions to be answered by the learners in interaction with the 
content presented. Goals might correspond to the questions. 
(1) What is heterosexism and what are its ideological roots and its 
history? 
(2) How does heterosexism work, i.e., what are examples of its 
machinery at work? 
(3) How has what we believe been shaped by this machinery, ideolo¬ 
gical roots, and history? 
(4) What is the experience of being gay, lesbian, or bisexual in 
this culture? What are symbols, supports, assumptions, expectations, 
pressures, advantages, disadvantages, sanctions, limitations, and how 
did we learn it? 
(5) What is the experience of being heterosexual in this culture? 
What are symbols, supports, assumptions, expectations, pressures, advan¬ 
tages, disadvantages, sanctions, limitations, and how did we learn it? 
(6) Given this information (the WHAT? phase), what conclusions can 
you draw about the culture in relation to people of different sexual 
orientations (SO WHAT?)? 
(7) What next steps exist for different people (NOW WHAT?)? Who is 
ready to take some action now? Who has more questions to ask, or 
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thinking to do, confusions to sort out? Who will do neither of those? 
(Form three groups based on answers to these questions, and either plan 
actions, elaborate, question, and discuss, or explain and explore 
current positions.) 
(8) What outcomes can each group report (not justify, just report)? 
(9) How could we all coexist smoothly, and affirm each others' po¬ 
sitions? How would we describe the vision of a future free of hetero- 
sexism. 
(10) What positive learnings or changes in perspective can learners 
report from this workshop? 
This proposed design sequence attempts to create better balance, 
more acceptance, and stronger factual grounding than the model workshops 
accomplished. It would need to be planned in detail, and tested with an 
actual population of learners to determine if it actually accomplishes 
those goals. 
Differentiating the educators. The question of who should educate 
about heterosexism and why, is one with many variables. Categories 
identified by AOE as important are: experience as a leader in hetero¬ 
sexism, social identities, personal qualities, skills and knowledge, and 
co-leader attitudes. These were discussed in Chapter II in relation to 
why each of them is important, and how they might be prioritized since 
the best possible combination is nearly impossible to realize. 
Conclusions can be drawn about two important areas of the two model 
workshops. One is that it is highly desirable to have a mixed dominant- 
subordinate team who are also of different genders. Comments from the 
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first workshop were that the male D educator's presence was important to 
the one man in the group, and important to the women who saw him contra¬ 
dict the male stereotype of increased levels of homophobia. In the 
second workshop, the learners commented that they wanted more exposure 
to gay male issues, and that for the men in the group, a male role model 
would have been helpful. 
The second area relating to educators is the necessity of doing 
this work (heterosexism education) humbly, and out of love for others 
regardless of their views. A strong trend in both workshops, difficult 
to document, but reported by learners in many subjective comments, was 
that when they felt loved, accepted, listened to, and respected as 
equals, struggling to understand was when they were most likely to relax 
their fears and barriers, and let in new information, new views, or 
people who are different from themselves. Although this is consistent 
with the principles of confirming learners, and the underlying philo¬ 
sophy of psychological education and AOE, heterosexism education seems 
to need even more personalness than other AOE issues. 
In summary, the evaluations of the project workshops suggested con¬ 
clusions that clustered around four themes: 
(A) The need to expect and accommodate the broadest possible range of 
learner characteristics in all aspects of the educational process. 
(B) The need to provide more time and structured opportunity for learn¬ 
ers to elaborate, analyze, and draw conclusions about the content 
of the workshop and their reactions to it. 
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(C) The need to provide more time and structured opportunity to begin 
resolving contradictions that arise in the course of the workshop. 
(D) The need for a balance between personal and societal focus in 
content of the workshop, and in this case for more attention to 
social, institutional, and cultural contexts. 
The suggestions reported in this section attempted to address those 
themes and guide future workshops in heterosexism education, and the 
remaining tasks of this final chapter are to suggest applications of 
this project for heterosexism education, to identify areas for further 
study, and to share the closing observations of the author. 
Application of the Heterosexism Education Project 
There are two levels of application for this project, the first of 
which is directly related to the purpose of the project, and the second 
of which is a consequence of applying the project. In principle, the 
AOE approach to heterosexism education is adaptable to any learner group 
in this culture who (a) are attending largely voluntarily, (b) have 
achieved a level of cognitive development that permits them to general¬ 
ize across situations to identify patterns in personal and societal 
belief and behavior, and (c) can take a psycho-social approach to issues 
of oppression. 
These potential learning groups are not necessarily limited by age 
or mental ability (except to the extent that developmental level is a 
function of age and mental ability), geography, sexual orientation, 
race, gender, economic class, religious training, physical ability, or 
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educational status. Since the model includes provision for assessing 
and matching goals and learning experience to the learner population, it 
can be shaped to meet the needs of a variety of groups. It has been 
used and evaluated most often with groups of college age through adult, 
who are professionally oriented, so that the issues and concerns dis¬ 
cussed here reflect that experience. Surely, when applied with groups 
significantly different from those groups, the issues and concerns that 
emerge would also be different, but the principles allow for flexibil¬ 
ity. Adaptation and revision of principles is a necessary part of a 
growing, practical pedagogical model and is expected and welcomed. 
Designs resulting from the AOE model have been conducted in a 
variety of inservice settings for helping professionals, and members of 
the learner groups have requested information and training on how to 
design and conduct effective heterosexism educational experiences. The 
second level of application is training for educators on how to teach 
about heterosexism, i.e., the pedagogical model is the content. This is 
a particularly exciting outgrowth of the dissertation project, since it 
provides opportunity to share the model, the learning about the model, 
and tips for using and improving the model in a very practical way. 
This second level of application presupposes a moderate knowledge 
of the content of heterosexism, a moderate level of personal conscious¬ 
ness on the issue, and an advanced level of openness to difference and 
change on the part of the potential trainers. Although this can never 
be guaranteed, this author assumes that trainers who are not ready are 
more likely to proceed cautiously than to create more heterosexism by 
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trying to talk about it too soon. Any attempt to demystify the issue 
and make it less invisible moves our culture in a positive direction. 
The only potential danger lies in trainers who might offer inaccurate 
information as truth, or use a style of teaching that is oppressive in 
itself (misuse the power of being an educator to blame or hurt people, 
to indoctrinate learners with his/her personal views, or promote divi¬ 
sions among people rather than unity). Hopefully those occurrences can 
be prevented by careful monitoring and management of the "differentiat¬ 
ing the educators" segment in the training for trainers session. 
The more educators pedagogically and consciously equipped to do 
anti-heterosexism work, the better. These two levels of application 
represent direct work with learners and indirect work with trainers who 
can then reach even more learners. The long range goal is to incorpo¬ 
rate heterosexism education, along with other issues of oppression, into 
the mainstream of public school curriculum, into content for training of 
all helping professionals and personnel workers, into the preparation of 
student and staff development workers in the colleges and universities, 
into the agendas of all political, social, and cultural action groups, 
into the courses of study for religious education, legal education, and 
medicine, staff training for media, public relations, and publicity 
professionals, into leadership development packages for labor unions, 
supervisors, middle management, and bosses, into required workshops for 
sales clerks, auto mechanics, plumbers, engineers, loggers and especial¬ 
ly politicians and parents, into content for dinner conversations, 
hairdresser conversations, and elevator conversations. 
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This goal may seem massive but the problem of heterosexism is mas¬ 
sive, and can only be addressed by starting on a small scale and aiming 
for the world. This author sees opportunities to apply some variation 
of this model everywhere. 
Suggestions for Further Study 
Some of the many areas that need more study and attention in rela¬ 
tion to heterosexism are listed below. Any of these could be a disser¬ 
tation topic in itself. 
- A closer look at the effects of heterosexism on heterosexuals, 
and the experience of being heterosexual in a heterosexist culture. 
- A developmentally based education model for young children, older 
children and teenagers. 
- An exploratory study of where and how the OLDT can be used in 
workshop presentation to best facilitate developmental understanding. 
- The development of a tool to assess developmental consciousness 
with respect to heterosexism, possibly based on the OLDT. 
- A comparative study of the manifestations of heterosexism in 
different racial cultures, economic class groups, religious groups and 
age categories. 
- An educational model for addressing internalized homophobia among 
lesbians and gay men. 
- An in-depth exploration of bisexuality, possibly using the quali¬ 
tative research approach of in-depth interviews. 
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A study of the effects of heterosexism on bisexuals, and the 
relationships among people of all sexual orientations, perhaps in rela¬ 
tion to the Kinsey continuum. 
A descriptive qualitative study comparing the bonds of intimacy 
that exist between same gender male partners, same gender female part¬ 
ners, and cross gender partners. 
The development of a therapeutic approach to homophobia as an 
actual neurosis. 
- A speculative description of a future free of heterosexism, 
including the necessary conditions for envisioning it, and some strate¬ 
gies to begin the process. 
- A search for model organizations or institutions that have an 
explicitly non-heterosexist environment, examining their policies, 
practices, structure, management style, decision-making dynamics, 
assumptions, philosophies, etc. 
- A practical training manual which summarizes the outcomes of this 
project, and offers educators a tool for teaching about heterosexism. 
Each of these suggestions for further study identifies an area that 
grew directly from the two model workshops, so they are somewhat limited 
in scope, however, they represent a beginning attempt to broaden the 
research base, perceived validity, and visibility of the issue of 
heterosexism. In that role, they are intended to promote ever-widening 
circles of inclusion rather than excluson, liberation rather than 
oppression. 
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Closing Observations and Learnings 
Since this project was begun, at least two more curriculum guides 
on teaching about homosexuality have come out, both of which have some 
excellent ideas and strategical approaches in them. Neither of them de¬ 
scribes a theoretical or pedagogical basis for its approach, however, 
and this project remains unique in that way. It is, perhaps, that 
grounding, along with the fluidity and adaptability of the design tool, 
that is most original about this project. 
Although its presentation is long and complex in this document, the 
design tool can be summarized into an easily learned, practical, how-to 
format for training workshops, and educational seminars. The more 
accessible tools for educating about heterosexism are, the more likely 
educators are to use them. 
One of the important lessons of conducting the model workshops was 
the value of reflecting, elaborating, and drawing conclusions about data 
that was just generated. In the same way, the process of reflecting on, 
elaborating, and drawing conclusions about the data that makes up this 
theoretical model and the two applications of the model, was the part of 
the dissertation project that produced the most insights. The addition¬ 
al step of articulating that knowledge caused it to gel, to become real, 
and useful. 
Despite the fact that the author listed the steps of this process, 
explained them, and espoused their importance and value in the section 
on the development of the theoretical model, it took the process of the 
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dissertation for her to understand their deeper value to the project. 
Writing Chapters IV and V has been the most educational part of the 
entire process in that the practicality of a tool for educating is 
clarified in the context of evaluating its success with real people in a 
real setting. 
Fortunately, it seems that this project, and the continuing work of 
professors and students in the social issues project at the School of 
Education, University of Massachusetts, Amherst, have produced a tool 
that, with continued refining, can indeed add to the growing body of 
anti-oppression education tools, and hopefully shape a more liberated 
future. But our culture today, with the repeal of gay rights ordi¬ 
nances, the "sanction" of discrimination based on AIDS, the trend 
backwards toward retrenchment and sexual repression, and the blatant 
violations of human rights in nearly every nation, including our own, 
makes it difficult to see things in an optimistic way. Fortunately, 
even though Chesebro says, 
. . . homosexuality will not go away . . . efforts to under¬ 
stand homosexual behavior have thus far failed to produce an 
appreciation of the homosexual as a segment of the American 
life-style . . . homosexuality is both an enigma and a dilemma 
for Americans today, (in GaySpeak, 1981) 
there are other, less limited, more liberating ways to view our cultural 
dilemma. Heterosexism, the real social disease, can be addressed by 
dedicated educators helping people to unlearn the oppressive rules and 
roles of the system and to discover within themselves and others, ways 
to make the world a place where differences are seen as a valuable 
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variety of resources, and where the goal is to enrich the human condi¬ 
tion for everyone. 
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DEFINITIONS 
Homophobia -- Irrational fear or hatred of homosexuals, homosexuality, 
or any behavior outside traditional sex-role norms. 
Heterosexism -- The oppression of lesbians, gay men and bisexuals based 
on the belief in the superiority of heterosexuality. 
Lesbian/Gay — Homosexual woman or man respectively, with emphasis on 
the use of different terms used to talk about the different experiences 
of each gender. 
Come out -- To acknowledge one's sexual orientation, often in phases 
from self, to others, and in public. Coming out is a process, not an 
event, and it is a constant issue throughout the lives of lesbians and 
gay men, in every new situation. 
In the closet -- Choosing to keep one's sexual orientation a secret. 
Oppression -- Prejudice + Power, the systematic subjugation of less 
empowered social groups by a more powerful social group. 
Sexual Orientation -- A more accurate term than "sexual preference" 
because studies and experience indicate that for many people, there is 
no choice involved. 
Privilege -- Access and availability to certain exclusive rights and 
resources, that are ascribed to dominant social groups, and denied to 
subordinate social groups. 
Stereotype — A set of usually negative beliefs held about an entire 
social group that: may have a grain of apparent truth, which is taken 
out of historical or logical context, generalized and assumed to be true 
about a whole group, named differently or denied in the naming group, 
used to justify prejudice and discrimination, and used to maintain clear 
boundaries for domination and dehumanization of the group. 
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GUIDED MEMORY - SAME SEX FRIEND 
Relax and breathe deeply, close your eyes. I'm going to ask you to 
remember some things from your past by giving some guiding cues or 
directions.. All you have to do is to travel through your own past 
experience in your memory, and fill in the blanks that are appropriate 
for you. Not all of my cues will be appropriate for you, and you can 
just ignore the ones that don't fit. Also, of course, you can choose 
not to follow my directions, or to only follow the ones you are comfor¬ 
table with, since your memory is your own, and there is no "right" way 
to do this. If you decide not to follow my directions, please remain 
silent so that others who want to can hear me. I'll try to give you 
time to visualize your memories as they come up, but we will only take 
about ten minutes all together, so the pace may move alonq. Are you 
ready? Comfortable? 
Travel back in your mind to late elementary school or early junior high 
school. Picture yourself, your appearance...what clothes were in style 
then...how did you dress...what were some of the fads in your school... 
who were some of your teachers.. .what music did you like to listen to... 
what did you like to read...who did you hang out with...what kinds of 
things did you like to do with your friends.. .what were some of the 
things that were important to you or your group of friends...what did 
you have to do to be "in" — did you do them...what were the implications 
of doing or not doing what you were supposed to_who were some of your 
closest friends...who was your closest friend of the same gender as 
you...See if you can think of someone with whom your friendship lasted 
over several years, through puberty, and even beyond. It doesn't have 
to be someone you went to school with, it could be someone you knew from 
the summer, from synagogue or church, another organization, or a family 
friend. All that's important is that it is someone of the same gender 
with whom you were close friends over a period of time. 
Focus in on that friendship. What was special about it? What kinds of 
things did you do together...what did you talk about...what secrets did 
you tell each other...what was important to the two of you...what under¬ 
standings did you have...what struggles did you share...give yourself 
some time to think about and mentally recreate the closeness of that 
friendship, (pause) 
Now I want you to think about how that relationship changed over time. 
What were some of the influences that caused change? When did these 
things begin? Did other people influence any changes in your friendship 
...changes in interests...moves...your own shifts in focus or attention? 
Think about those changes and what caused them, (pause) 
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Pay special attention to how those changes felt to you. What was it 
like for things to be changing? How was your friend different? How 
were you different? What were some of the long-range results? Did your 
understandings change? Did your secrets change? 
Where is that person now? Are you still friends? How would you summar¬ 
ize the significance of that friendship now? (pause) 
Bring your attention back to this room. Hear the sounds in the room, 
feel your consciousness return to the present, and the people around 
you, open your eyes, and join the class again. 
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WHEN YOU MEET A LESBIAN: HINTS FOR THE HETEROSEXUAL WOMAN 
Do not run screaming from the room. 
This is rude. 
If you must back away, do so slowly and with discretion. 
Do not assume she is attracted to you. 
Do not assume she is not attracted to you. 
Do not assume you are not attracted to her. 
Do not expect her to be as excited about meeting 
a heterosexual as you may be about meeting a lesbian. 
She was probably raised with them. 
Do not immediately start talking about your boyfriend or husband 
in order to make it clear that you are straight. 
She probably already knows. 
Do not tell her that it is sexist to prefer women, 
that people are people and she should be able to love everybody. 
Do not tell her that men are as oppressed by sexism as women 
and women should help men fight their oppression. 
These are common fallacies and should be treated as such. 
Do not invite her someplace where there will be men 
unless you tell her in advance. 
She may not want to be with them. 
Do not ask her how she got this way. 
Instead, ask yourself how you got that way. 
Do not assume that she is dying to talk about being a lesbian. 
Do not trivialize her experience by assuming it is a bedroom issue only. 
She is a lesbian twenty-four hours a day. 
Do not assume that because she is a lesbian, she wants 
to be treated like a man. 
Do not assume that her heart will leap with joy 
if you touch her arm (condescendingly? flirtatiously? powertestingly?). 
It makes her angry. 
If you are tempted to tell her she is taking the easy way out, 
think about that. 
- Author unknown 
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MYTHS ABOUT GAY MEN AND LESBIANS 
The Question of ORIGIN of sexual orientation - if 
caused homosexuality, then we could "cure" it. we just knew what 
They MOLEST CHILDREN. 
They RECRUIT CHILDREN and others to their own lifestyle. 
They are BAD ROLE MODELS for children. 
They DON'T LIKE CHILDREN, and don't want to be parents. 
They are PSYCHOLOGICALLY SICK OR ABNORMAL. 
There AREN'T VERY MANY around, so what's the big deal? 
They are SINNERS. 
They are UNNATURAL. 
They are CRIMINALS. 
They WANT TO BE THE OTHER SEX, AND PLAY OTHER SEX ROLES. 
They HATE THE OTHER SEX. 
They AREN'T REAL MEN OR WOMEN. 
They know everything about homosexuality, and can SPEAK FOR ALL GAY MEN 
AND LESBIANS. 
They DON'T HAVE LONG TERM RELATIONSHIPS. 
They are OBSESSED WITH SEX. 
They FLAUNT THEIR SEXUALITY, and act in outrageous ways. 
They ARE DISEASED (AIDS or venereal disease), and ARE CONTAGIOUS. 
"Transvestite," "transsexual," "lesbians," and "gay" are interchangeable 
terms. 
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SOME MYTHS AND FACTS ABOUT LESBIANS AND GAY MEN 
1. THE ORIGIN MYTH. The question of how people become homosexual has 
been around for a long time, but only recently have researchers 
been asking how people become heterosexual. Old studies on male 
prison and hospital populations generated theories that were ac¬ 
cepted for years without concern for the poor research methodology 
or the skewed populations studied. None of these theories has 
proven satisfactory. In 1981, after 10 years of research on 
diverse populations, the Kinsey Institute on Sex Research published 
a study that addresses the origin of sexuality in general, elimi¬ 
nating the "problem," "illness," and "deviance" stigmas previously 
framing the research process (Bell et al., 1981). 
The "Kinsey" research suggests that people are born with predispo¬ 
sitions which locate us on a continuum of sexual orientation rang¬ 
ing from exclusively heterosexual to exclusively homosexual. We do 
not get a choice about what those predispositions are. How they 
are determined is still unanswered. Our experiences as we grow up 
either strengthen or weaken our predetermined position on this con¬ 
tinuum, but for the most part, we don't change positions. Those 
people whose positions are strengthened by experience and learn¬ 
ings, find it possible to accept themselves and their position on 
the continuum more readily. Those people whose experience and 
learnings weaken their position will find more confusion and 
struggle in the process of self acceptance. They may also find 
it more difficult to accept others. People who fall close to the 
middle of the continuum may find that they can pursue either 
heterosexual or homosexual relations with a degree of self¬ 
acceptance. For these people there is an element of choice. 
The results of this research seem consistent with a a large percen¬ 
tage of the general population's experiences and reality. These 
results explain why sexuality-change therapy has been largely un¬ 
successful and even harmful. This research also explains why, for 
many, coming out is described as an incredible relief; why some 
people know very early in their lives that they are homosexual and 
others not until much later; why some feel that sexual orientation 
is a choice while others do not; and that homosexuality is indeed 
within the scope of natural behavior. 
2. THEY ARE CHILD MOLESTERS. The American Psychological Association 
and the National Institute of Mental Health state that gay men and 
lesbians are less likely to molest children than are heterosexuals. 
In fact, studies of child molestation arrests show that well over 
90% of such incidents involve heterosexual adult males and female 
children. Incidents involving adult females and children are sta¬ 
tistically insignificant. 
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THEY RECRUIT CHILDREN TO THEIR LIFESTYLES. Being lesbian or gay is 
difficult enough without attracting attention to oneself in this 
way. The fact is that people cannot change other people's sexual 
orientation. Lesbians and gays, just like heterosexuals, are 
interested in being healthy adult role models for children. 
4. THEY ARE BAD ROLE MODELS. Most people who claim that lesbians and 
gays are bad role models are concerned that children will become 
gay or lesbian because of their association with gay men and 
lesbians. This myth ignores the fact that most experts, like Dr. 
John Money of Johns Hopkins University, agree that sexual orienta¬ 
tion, whether heterosexual or homosexual, will not change signifi¬ 
cantly. The idea that people become gay or lesbian by associating 
with gays or lesbians is simply incorrect. 
5. HOMOSEXUALITY IS CAUSED BY PHYSIOLOGICAL, PSYCHOLOGICAL, OR SOCIO¬ 
LOGICAL ABNORMALITY. Old theories about the causes of homosexual¬ 
ity focused on the assumed abnormality of being lesbian or gay. 
These studies have attributed homosexuality to hormone imbalance, 
parent relationships, traumatic experience with the other sex, and 
a variety of other conflicting causes. Recent research by Kinsey 
and many other experts show that it makes no more sense to try to 
determine the cause of homosexuality than it does to try to deter¬ 
mine the cause of heterosexuality. In fact, sexual orientation, as 
these recent studies show, exists on a continuum with exclusive 
heterosexuality on one end and exclusive homosexuality on the other 
end. People are born with a predisposition which falls somewhere 
along this continuum. Attempts to change a person's sexual orien¬ 
tation, as numerous studies show, are usually unsuccessful. It 
makes no more sense to try to change a homosexual to a heterosexual 
, than to try to change a heterosexual to a homosexual. 
6. THEY ARE SICK. Most mental health professionals agree that sexual 
orientation, whether homosexual or heterosexual, does not determine 
the quality of mental health. Studies, such as the one conducted 
by Dr. Evelyn Hooker of the National Institute of Mental Health, 
show that mental health experts are unable to distinguish between 
heterosexuals and homosexuals in terms of functionality, stability, 
or creatvity. Both the American Psychiatric Association and the 
American Psychological Association have removed homosexuality from 
their lists of psychiatric and psychological disorders. Many men¬ 
tal health professionals now believe that individuals who need 
treatment are those who suffer from homophobia, which is a reaction 
of fear or rage toward homosexuality or lesbians and gay men. 
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7. THERE AREN'T VERY MANY HOMOSEXUALS. Conservative estimates are 
that 10% of the American population is gay or lesbian. There is 
reason to believe that this estimate may be low because so many gay 
men and lesbians stay in the closet, and do not respond to any 
surveys. There are lesbians and gay men in every religion, race, 
class, and ethnic group. They are represented in every profession, 
and in all geographical areas of the country. One family in four 
has a gay or lesbian member. In a class of thirty students, 
chances are three are gay or lesbian. In a work group of fifty, 
chances are there are five gay or lesbian people. 
8. HOMOSEXUALS ARE SINNERS. Most "sin" arguments arise from interpre¬ 
tations of the Christian Bible that are said to suggest that homo¬ 
sexual behavior is immoral or unnatural. The unnatural accusation 
becomes hard to defend when we note the presence of homosexual 
behaviors among virtually all animal species. The battle between 
religion and natural law has been raging for centuries, and is no 
closer to being settled now than it was in ancient Rome. The issue 
of immorality is interesting when viewed in historical context. 
Even if the Bible had not been retranslated and reinterpreted 
countless times throughout history, the origin of its morality code 
is far from divine. Moral codes were developed by society's power¬ 
ful people based on their beliefs, attitudes and values, to maxi¬ 
mize their happiness and to protect their power. Each time the 
Bible is translated in a new historical era, interpretations 
change. We have no way of knowing what the original teachings 
contained. In modern times, many religious groups (Protestant, 
Catholic and Jewish) have made public statements opposing discrimi¬ 
nation against homosexuals. 
9. HOMOSEXUALS ARE CRIMINALS. There are still laws in some states 
which make it illegal for two consenting adults in privacy to en¬ 
gage in homosexual behavior. These civil laws have their origin in 
Judaeo-Christian teachings that date from second century Rome and 
the seventh century B.C. when church and state were one. In addi¬ 
tion, researchers are now refuting the interpretation given by 
lawmakers. These researchers suggest that the original intentions 
of these laws have been misconstrued. Either way, it seems clear 
that laws need to reflect the ethics of the society and culture in 
which they are enforced. 
10 HOMOSEXUALS WANT TO BE THE OPPOSITE SEX, PLAY OPPOSITE SEX ROLES. 
Playing opposite sex roles is less common in the homosexual commun¬ 
ity than most people think. Since role playing is believed to be a 
common practice, the people who are visibly playing roles are easy 
to identify. That percentage of homosexuals is small in comparison 
to the huge numbers of people who pass as straight every day and 
remain invisible to most of soceiety. Some reasons for those who 
do play roles might be: (a) Coming out prior to the 1960s or 
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llcK^9 ln 3 geographical area where there were no role models for 
leshians or gay men, and not being aware that there were options of 
ow to go beyond the stereotyped images commonly seen, (b) In the 
case of women, power is attached to male roles in this society, so 
that by appearing male one feels more powerful. Some women have 
experienced powerlessness long enough to strive for that power. 
(c) In the case of men, the male socialization process takes its 
i )M on some gay men, and behaving in feminine ways affords them an 
opportunity to strike back in mockery at the rules they have no 
desire to follow, (d) For some people, androgynous and opposite 
gender behavior is more natural than stereotypic behavior. We are 
all born at different places on the continuum, and the boundaries 
between positions simply cannot be as rigid as cultural socializa¬ 
tion would have us believe. 
11. HOMOSEXUALS HATE THE OPPOSITE SEX. It is safe to assume that some 
gay men and lesbians hate the opposite sex. It is also quite safe 
to assume that many straight people hate the opposite sex. In 
fact, much of our history is based on misogyny, or women hatred. 
There is no reason to believe that because someone is drawn toward 
one social group they automatically hate another one. Just because 
one loves dogs does not mean she hates cats. Since identity forma¬ 
tion as part of a social group involves excluding those who are 
different, we probably all go through a phase of excluding the 
opposite sex. Unless one gets stuck in that phase, there is no 
reason to believe that hating the opposite sex is more common among 
homosexuals than it is among heterosexuals. 
12. TRANSVESTITES, TRANSSEXUALS, AND HOMOSEXUALS ARE ALL ALIKE. These 
three terms have very different meanings and should not be inter¬ 
changed. In simple terms, a transvestite is someone who dresses in 
the clothing and accoutrements of a person of the opposite sex with 
the intention of passing as that sex. Transvestites are often not 
homosexuals, although they may be. A transsexual is a person who, 
because of a sense of being in the wrong body, and being psycholo¬ 
gically and emotionally the other sex is undergoing a physical 
change process often through surgery. Transsexuals often perceive 
themselves as members of the other sex so that being attracted to 
someone of the same physical sex seems natural. Homosexuals are 
persons who are attracted physically, emotionally, and psycholo¬ 
gically to persons of their own sex and who are comfortable with 
their own gender. 
13. HOMOSEXUALS KNOW EVERYTHING ABOUT HOMOSEXUALITY, AND CAN SPEAK 
REPRESENTING ALL OTHER HOMOSEXUALS. Homosexuals are real people 
with real limitations identical to heterosexuals. They neither 
know everything, nor does each one speak for anyone other than 
her/himself. They have undergone the same socialization processes, 
gone to the same schools, and received the same parental messages 
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as heterosexuals. The messages given to them are identical to 
those given to heterosexuals. Some have done a lot of reading 
about homosexuality, many have not. Some think they can speak for 
a whole social group. Some heterosexuals do that too. In fact, 
many homosexuals know little about their own oppression, because 
they too have been discouraged from learning more. A guideline for 
this workshop is that we all need to speak only for ourselves 
documenting factual information and recognizing and naming our own 
opinions. 
- From Heterosexism chapter by 
Harro, Griffin & Greene in Anti- 
Oppression Education edited by 
Weinstein & Bell (1983). 
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HETEROSEXIST SOCIALIZATION AS A "SYSTEM" 
General Systems Theory 
General Systems Theory literature defines a system as a set of elements 
individuals ’EStfSl0"8 fluctu?tin9' ret stable. The elements may Se 
individuals, fam lies, organizations, or institutions. Any of these 
elements could also be viewed as a system in itself, depending on the 
scope of the system being defined (Miller, 1969). Lee Bell organizes 
and simplifies the otherwise complex discussion of systems by describing 
them in terms of structure and process (Bell, 1981). y 
According to Bell and General Systems Theory literature, systems have 
the following structural characteristics: 
(1) Who!istic as opposed to dualiStic - the field of vision fo¬ 
cuses on the patterns of interaction among elements rather 
than the elements themselves. Individuals and their charac¬ 
teristics lose importance in relation to the whole. 
(2) Circular rather than linear - Behaviors and practices are co¬ 
evolutionary, not cause-effect. There is no beginning or end. 
(3) Interdependent - The elements are mutually influencing, i.e., 
dependent upon the state of the other elements. 
(4) Patterned - The interactions among elements are organized, 
repetitive, and somewhat predictable. In addition, they are 
self-perpetuating, and difficult to interrupt. (Miller, 1969; 
Dell, 1980) 
A system's structure is influenced both by the larger environmental con¬ 
text in which the system is located, and by the interaction of its own 
sub-systems within (Hoffman, 1971; Steinglass, 1979). 
A system's process is the manner by which it maintains itself through 
time. That process must consist of both dynamic movement and balance or 
stability in order to maintain function (Miller, 1969; Steinglass, 1978; 
Hoffman, 1971; Jackson, 1968). Movement is created in a system when 
some change (perhaps developmental), variety, disequilibrium, new infor¬ 
mation, or dissonance is introduced. This shift or nudge is called 
"positive feedback." In order to maintain sameness or balance and en¬ 
force the status quo, a system must adapt, adjust, respond. This re¬ 
sulting change is called "negative feedback." (Note that these feedback 
terms do not mean the same in this systemic context as they do in gener¬ 
al language) (Hoffman, 1971; Jackson, 1968). This shift/adjust process 
occurs constantly, each time new "positive feedback" is introduced. 
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The energy or motivation for a system to function results from its capa- 
city to Jearn from information-exchange with its environment. Learning 
is the patterning and ordering and structuring of information. The more 
ordered or patterned a system is, the less uncertainty and chaos exist 
. n4.lt* J) systeiJ strives for this ordered state over randomness. Now 
information or positive feedback" gets integrated, understood, and 
ordered in relation to the familiar patterns of the system. For these 
reasons, systems resist large changes, and tend to evolve slowly and 
subtly, and often so gradually that change is hardly noticeable (Stein- 
glass, 1978; Watzlawick, Beavin and Jackson, 1979). 
To provide sudden or drastic change in a system requires an external 
intervention that interrupts the patterns which have become rigid, and 
frees the system to reorganize, often unpredictably (Miller, 1969). 
Heterosexist Socialization as a System 
By viewing our heterosexist socialization as a system, according to 
these characteristics and definitions, the educator can have a clearer 
understanding of the scope, the interconnectedness, and the complexity 
of the structures and processes s/he desires to influence. 
The structure of our socialization system seems to fit the characteris¬ 
tics. It is wholistic, since the elements that do the socializing 
(families, schools, churches, peers, media, literature, law, psychology, 
etc.) interact with each other in patterns that reinforce the hetero¬ 
sexual norms of the culture. That reinforcement takes place on many 
levels simultaneously, i.e., conscious and unconscious; personal, insti¬ 
tutional, and cultural. It influences attitudes, beliefs, and behav¬ 
iors. Individual elements often lose their personal characteristics in 
order to be part of this whole. The norm is more important than the 
elements' individuality. The socializing elements interact with each 
other in such a way as if to say, "We are conveying these heterosexual 
socialization messages because they were conveyed to us, and they are 
supported by the next element down the line, so they must be right. Be¬ 
sides there is no precedent for other options." A lesbian mother's 
child goes to a heterosexually-oriented school, watches heterosexually- 
biased television, plays with children of heterosexual parents, and goes 
to a heterosexually-run synagogue or church. The model that the lesbian 
mother provides gets lost in the patterns of interaction of the rest of 
the heterosexual world. 
Socialization is also obviously circular. We pass on what we have 
learned, and no single learning causes the next. It is nearly impos¬ 
sible to trace a heterosexual message back to its origin because someone 
always modeled it or taught it before that. 
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The Interdependence of the elements can be traced through the example of 
the so-called sodomy laws. These laws had their origin in Judeo- 
Chnstian tradition of sexual repression. Certain undefined sexual acts 
were identified as sins. (They were undefined because they were too 
despicable to describe, so those acts could be any acts deemed despic¬ 
able in a particular historical context.) Later, English and then 
American laws were written making those sins a crime as well. (They are 
still undefined.) Today, in 1983, "sodomy laws" are brought out, dusted 
°f h3. use<? to persecute a group of gay men who are getting too "bla¬ 
tant in their dancing postures at a bar. Anyone arrested under the 
sodomy laws" has a good chance of receiving sensationalistic media 
coverage, receiving threatening phone calls, losing his/her job, embar- 
rasing the family in the home town, and perhaps needing to seek therapy 
to deal with the stress of the whole thing. A list of the socialization 
elements included in this scenario is: religion, law, media, industry 
or institution, family, and the psychological/mental health system. 
They support and sanction one another completely. 
Socialization is also patterned. The messages are consistent and self- 
perpetuating. It is very clear in our society what being heterosexual 
means and how to do it. If peers, parents or church don't convey the 
messages, television commercials will. The repetition and duration of 
the messages has ingrained them deeply into our subconscious minds and 
makes the pattern difficult to interrupt. 
The process of socialization exposes a person to the elements of the 
system often without being aware of the many influential messages that 
get conveyed. New information may get added, but as long as it is con¬ 
sistent with old information, the balance is maintained. When "positive 
feedback," some variety of dissonance, is introduced into the system, 
the system must either explain it with old views, or modify the views 
enough to include the new information. By this process, balance in the 
status quo is maintained. An example from heterosexism might be helpful 
here. 
A person in the socialization system has unconsciously learned the mes¬ 
sages about compulsory heterosexuality. S/He goes away to college and 
meets a lesbian who is friendly, attractive, feminine, humorous, warm, 
self-confident, and not at all threatening or seductive. Dissonance is 
introduced into the system. The system says, "Well, obviously, she is 
an exception to the rule. She must have just become a lesbian." (The 
system is explaining the dissonance in terms of the old views.) Another 
possible response is, "Well, not all lesbians are like that, but most of 
them are." (The system is modifying its views enough to include the new 
information.) 
When a system is lacking adequate information-exchange with its environ¬ 
ment, it also lacks motivation and energy to change. Movement cannot 
occur without the introduction of "positive feedback." In the case of 
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heterosexism, as long as information about the issue is invisible or un¬ 
attainable, or no interaction is permitted on the subject, socialization 
will inevitably involve maintaining the status quo, choosing order (the 
old views which explain reality without the new dissonance), and comfor¬ 
table patterns. 
Application of the Systemic View 
of Heterosexist Socialization 
Seeing socialization as a system can aid educators in directing our 
efforts toward the introduction of "positive feedback" as often as pos¬ 
sible. This system view provides some optimism for educators. Consis¬ 
tent information-exchange, personal experience, and exposure to messages 
other than the status quo, can have an impact on the socialization pro¬ 
cess. In addition, by offering-exposing people to other world views 
(developmental levels) besides their own, as alternative ways of order¬ 
ing their information, or understanding their reality, educators in¬ 
crease the chances of larger change. Our educational goals and expecta¬ 
tions become much more focused, manageable, and limited by targeting 
aspects of this system as the place to introduce new information or 
experience. It is easy to undersand why "interrupting the system" is a 
huge and complex task, but not impossible if small organized goals are 
met. 
This system model allows the educator to understand why initial resis¬ 
tance or fear may exist, and why a particular group holds views that 
don't seem to consider realities. They are victims of an intense cycle 
of socialization that has not yet been exposed to much "positive feed¬ 
back." The educator can better legitimize their views, and "join" their 
consciousness level. S/he can also judge more accurately what degree of 
new information would create the amount of dissonance necessary to pro¬ 
mote development. 
This system view explains the lack of information on heterosexism and 
the general ignorance and low level of awareness that often exists among 
learning audiences (as well as others). It becomes easier to present 
information to fill those voids, if one understands why they exist. It 
is also easier for learners to accept information if they do not feel 
blamed or stupid for not knowing it to begin with. 
Dominants and subordines have come by their roles in these social groups 
quite honestly and innocently according to this systemic view of social¬ 
ization. There is not any need to blame, feel guilty, hurt oneself, or 
anyone else. This is how everyone got trained to be who we are. No 
one's intentions are bad, and that frees people up to explore their 
roles in the heterosexist system without interference from internal or 
external hostility. 
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In terms of providing opportunity for follow-up, this systemic view 
suggests that if a particular group had the awareness and the institu¬ 
tional power, they could institute significant change. For example, if 
the entire staff of an agency or business participated in an educational 
experience on heterosexism, and enlisted the support of their board of 
directors, they might decide to change policy and procedural norms, make 
public statements, and model an anti-heterosexist institution in the 
community. They might recruit gay or lesbian staff, write anti- 
discrimination clauses into their by-laws, advertise in predominantly 
gay or lesbian areas or publications, and speak out against heterosexism 
in the community. This level of system or institutional change is bound 
to effect more than just individuals. It is a risk to cause too much 
dissonance in the status quo, but sometimes just getting people to pay 
attention to the issue is a step toward change. 
Using this systemic view of socialization as a cognitive organizer for 
what has been viewed as an extremely complex, confusing, and sometimes 
overwhelming process may be very helpful. We realize that educators can 
have impact for social change, by introducing "positive feedback" in as 
many elements of the system as possible. 
- Harro, In Heterosexism 101: 
Addressing Issues in the 
Educational Process 
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LEVELS AND TYPES OF HETEROSEXISM 
The purpose of this lecture is to elaborate upon the working definition 
of heterosexism, and to discuss how it operates. As part of this defi¬ 
nition, it is important to review the definition of homophobia as well. 
Homophobia: An irrational fear or hatred of lesbians and gay men, 
fear of being lesbian or gay, fear of being perceived as lesbian or 
gay, or fear of any behavior outside of traditional sex-role 
stereotyped rules. 
Homophobia is both an individual attitude and a cultural perspective. 
Everyone, gay, lesbian or heterosexual, has homophobic feelings to some 
degree because we all learned them as we grew up. We have been inten¬ 
tionally and unintentionally taught to be homophobic by our parents, 
teachers and friends as well as by books, television and movies which 
teach us to fear and hate homosexuality. In addition to individual 
feelings and attitudes directed toward another person, the cultural 
operation of homophobia is represented by belief systems that support 
negative myths and stereotypes about homosexuals. 
Heterosexism is related to but different from homophobia. 
Heterosexism: Any individual attitude or action and any institu¬ 
tional rule or practice enforced by institutional power that sub¬ 
ordinates, limits, or discriminates against lesbians and gay men 
because of their sexual orientation. 
Homophobia is the glue that supports and reinforces heterosexism. 
Heterosexism includes not only individual attitudes and actions, but 
also institutional rules and practices. By institutions we mean the 
major social institutions such as education, government, law, and the 
media. Examples of individual and institutional heterosexism wil1 
clarify the difference between the two. If a teacher tells a "queer 
joke" in the faculty lounge, this is an individual heterosexist action. 
If the school board has a policy prohibiting the hiring of lesbian or 
gay teachers, this is an example of an institutional heterosexist 
practice. 
Another important dimension of heterosexism is that it can be either 
intentional or unintentional. An individual or institution can con¬ 
sciously discriminate against lesbians or gays, as in the case of the 
previous examples. An individual or institution can also unintentional¬ 
ly discriminate against lesbians and gays by assuming that everyone is 
heterosexual or by not being aware of the effect of action or practices 
on lesbians and gays. The point to remember is that, regardless of the 
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intent of an action or practice, the effects of the action or practice 
on lesbians and gays are the same. They are limited, discriminated 
against, or subordinated as much by intentional acts as by intentional 
acts. In some ways unintentional heterosexism can be more damaging 
because it is subtle and as a result more frequently remains unnoticed. 
- This entire lecture is taken 
directly from Heterosexism chap¬ 
ter by Harro, Griffin & Greene 
in Anti-Oppression Education 
edited by Weinstein & Bell 
(1983). 
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SIMILARITIES AND DIFFERENCES LECTURE OUTLINE 
SIMILARITIES: Characteristics that all forms of oppression have in 
common with each other: 
Dominant/Subordinate Structure - Oppression happens because of the 
existence of one social group that is more highly valued in the 
culture, and therefore holds more social power, has access to 
privilege, does the naming of others and valued traits, is seen as 
the norm against which all else is measured, and does not need to 
know or learn anything about the subordinate group in order to 
survive, and the existence of other social groups that are limited 
and subjugated by every facet of the social system, are devalued, 
excluded, stereotyped, need to look to dominants for reward and 
punishment, tend to internalize their own negative beliefs and 
collude in their own oppression. 
Stereotyping - This is the tendency of the dominant group to hold a 
set of unfounded negative beliefs about the subordinate group be¬ 
cause of their ignorance of the actual facts, and their low level 
of consciousness about how they have been socialized to believe 
oppressive information. 
Multi-leveled - The complex machinery of oppression functions on 
personal, institutional, and cultural levels, in the form of 
beliefs, attitutdes, and behaviors, that manifest themselves both 
consciously and unconsciously. (Give examples of each.) 
Systemic Nature of Socialization - All forms of oppression are 
taught through a pervasive cycle of social learning that affects 
our beliefs, values, emotions, attitudes and behaviors, and influ¬ 
ences us to conform to the cultural norms, which are inherently 
oppressive. Only when we experience dissonance between what we 
have learned and what we experience or come to believe, can we 
begin the process of reversing the cycle and unlearning oppression. 
UNIQUENESSES: The characteristics that heterosexism has that are to 
some degree unique from other forms of oppression. 
The Question of Origin - Heterosexism is the only form of oppres- 
sion where the question "How did you come to be [subordinate]?" is 
commonly asked. The question is, of course, related to the sick 
myth, with the purpose being to apply the medical model of deter¬ 
mining cause so that a cure can be found. 
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Homophobia - Part of the high emotional response to homosexuality 
is influenced by the existence of homophobia, a fear and hatred 
that approaches actual phobic levels in some people. The scope of 
homophobia ranges from a giggle to murder, and this phenomenon is a 
social problem, deserving the attention of psychologists and 
psychiatrists, in itself. 
Stigma.- Heterosexism carries with it a unique level of legal, psy¬ 
chological, and religious stigma, out of which grow the myths which 
seem to justify the highest degree of persecution and discrimina¬ 
tion (criminal, sick, sinner). This mark or label of deviance 
insures that visible lesbians and gay men will not receive their 
human rights. 
Increased isolation and invisibility - Although all forms of 
oppression attempt to make invisible their subordinate groups, 
heterosexism magnifies that isolation because of existence of the 
need to remain invisible and isolated from close family, and the 
taboo against talking about homosexuality in almost all facets of 
our culture. Many lesbians and gay men report losing or fear of 
losing the love of their family by "coming out" to them. This is 
not an issue in most other forms of oppression. In addition, many 
lesbians and gay men report thinking they were the only ones in 
their early stages, or being unable to find any support, informa¬ 
tion, or safe places to go, because of the lack of information 
avai Table. 
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ROSALIND 
by Meg Christian, 1976 
©Thumbelina Music BMI 
Oh, Rosalind was my first black friend 
In '66 in North Carolina 
And we were twenty in summer school 
When I heard her laughin' down the hall 
Such a fine laugh, so husky and hearty a laugh, I just came running 
Well we found that we had lots in common 
Like music, drinking and talking dirty 
Warbling, chortling until dawn 
Self-conscious friends, but sincere 
Making bad jokes about suntan and natural rhythm that we thought we'd 
i nvented! 
And we had a grand old time freaking out our mothers 
Threatening to blatantly bring our new friend home! 
And over very long beers in very dark bars 
We'd get kinda mushy and symbolic 
Holding up our hands side by side 
We'd marvel at our contrasts 
Sharing drunken dreams of a future when it would not matter 
(But in the corners of our hearts and minds 
I know we kept a tally of the telltale signs 
That showed though my intentions seemed fine 
I was still my friend's oppressor) 
And under the very white Southern blaze 
She told me of the boys she'd loved 
And though she teased and teased and teased 
I told her nothing 
(Ros and I had never touched, really 
But then I never touched anyone, really . . .) 
Then came our final day, in the rich red August afternoon 
And there we were, just standing in my room, writhing in the silence 
apart 
Then suddenly we ran into each other's arms 
Swaying, swooning in the fierce tenderness of the moment 
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Then suddenly I was possessed by the reflex of a 
(An old lesson): that touches blow your cover 
Only touch the one you know to be your lover 
lesson learned too well 
So I panicked, I stiffened. I jerked away. 
And in the aching fierceness of the moment 
Her very black eyes burned into mine 
And I knew that that aborted embrace 
Negated all we'd shared 
But I was locked in silent shock, and she walked away forever 
Oh Rosalind, what kind of world is this 
That twists and tears our mightiest moment 
That forces me to forsake our struggle for another left unspoken 
That surely makes you see my act only as a last betrayal 
That makes me assume that I was alone 
In the fear 
at being 
queer. 
THIS IS ABOUT HOW LESBIANS CAPTURE STRAIGHT WOMEN 
AND HAVE THEIR WAY WITH THEM 
Judith Katz. In The Coming Out Stories, Jula Penelope Stanley and 
Susan J. Wolfe (eds.), Watertown, MA: Persephone Press, 1980, pp. 168- 
175. This reading is too long to reprint in the Appendix. Readers are 
referred to the source. 
A MOCK INTERROGATION 
Part IV of "A Woman is Talking to Death." Judy Grahn. In The Work of a 
Common Woman: The Collected Poetry of Judy Grahn, 1964-1977. New York, 
NY: St. Martins Press, 1978. This reading is too long to reprint in 
the Appendix. Readers are referred to the source. 
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GENTLE LOVING PEOPLE 
by Holly Near, (c) 1980, Hereford Music 
Olivia Records, Los Angeles, CA 
We are a gentle loving people, and we are singing, singing for our lives 
(repeat) 
We are a gentle angry people, and we are singing, singing for our lives 
(repeat) 
We are an anti-nuclear people, and we are singing, singing for our lives 
(repeat) 
We are an anti-racist people, etc. 
We are a gay and lesbian people, etc. 
We are an anti-sexist people, etc. 
We are a land of many colors, etc. 
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HETEROSEXUAL QUESTIONNAIRE 
By Martin Rochlin, Ph.D. 
1. What do you think caused your heterosexuality? 
2. When and how did you first decide you were a heterosexual? 
3. Is it possible your heterosexuality is just a phase you may grow 
out of? 
4. Is it possible your heterosexuality stems from a neurotic fear of 
others of the same sex? 
5. Isn't it possible that all you need is a good Gay lover? 
6. Heterosexuals have histories of failures in Gay relationships. Do 
you think you may have turned to heterosexuality out of fear of 
rejection? 
7. If you've never slept with a person of the same sex, how do you 
know you wouldn't prefer that? 
8. If heterosexuality is normal, why are a disproportionate number of 
mental patients heterosexual? 
9. To whom have you disclosed your heterosexual tendencies? How did 
they react? 
10. Your heterosexuality doesn't offend me as long as you don't try to 
force it on me. Why do you people feel compelled to seduce others 
into your sexual orientation? 
11. If you choose to nurture children, would you want them to be 
heterosexual, knowing the problems they would face? 
12. The great majority of child molesters are heterosexuals. Do you 
really consider it safe to expose your children to heterosexual 
teachers? 
13. Why do you insist on being so obvious, and making a public specta¬ 
cle of your heterosexuality? Can't you just be what you are and 
keep it quiet? 
14. How can you ever hope to become a whole person if you limit your¬ 
self to a compulsive, exclusive heterosexual object choice, and 
remain unwilling to explore and develop your normal, natural, 
healthy, God-given homosexual potential? 
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15. Heterosexuals are noted for assigning themselves and each other to 
narrowly restricted, stereotyped sex-roles. Why do you cling to 
such unhealthy role playing? 
16. How can you enjoy a fully satisfying sexual experience or deep emo¬ 
tional rapport with a person of the opposite sex, when the obvious, 
physical, biological, and temperamental differences between you are 
so vast? How can a man understand what pleases a woman sexually or 
vice-versa? 
17. Why do heterosexuals place so much emphasis on sex? 
18. With all the societal support marriage receives, the divorce rate 
is spiraling. Why are there so few stable relationships among 
heterosexuals? 
19. How could the human race survive if everyone were heterosexual like 
you, considering the menace of overpopulation? 
20. There seem to be very few happy heterosexuals. Techniques have 
been developed with which you might be able to change if you really 
want to. Have you consdiered trying aversion therapy? 
21. A disproportionate number of criminals, welfare recipients, and 
other irresponsible or antisocial types are heterosexual. Why 
would anyone want to hire a heterosexual for a responsible posi¬ 
tion? 
22. Do heterosexuals hate and/or distrust others of their own sex? Is 
that what makes them heterosexual? 
23. Why are heterosexuals so promiscuous? 
24. Why do you make a point of attributing heterosexuality to famous 
people? Is it to justify your own heterosexuality? 
25. Could you really trust a heterosexual therapist/counselor to be 
objective and unbiased? Don't you fear he/she might be inclined to 
influence you in the direction of his/her own leanings? 
REVERSE WORLD FANTASY 
I want to invite you to relax and clear your conscious mind of all the 
things that interfere with your concentration, and to travel with me 
into an imaginary world where some things are different than they are in 
this world. Remember that you control the extent to which you think 
about and imagine what I am describing, and you can choose to tune it 
out any time you want or need to. Some of the things I describe may 
make you feel a bit uncomfortable, because they are different from the 
way things are, so don't be surprised if that happens. In fact, see if 
you can monitor the responses that you have to the various parts of this 
imagined world, and remember them for the discussion afterwards. Are 
you ready? Okay, let's get started. 
In this fantasy, you are exactly the same person that you are in the 
real world. If you are white, you remain white, if you are a woman, you 
remain a woman, if you are gay, you remain gay, if you are heterosexual, 
you remain heterosexual. What is different in this world is that all of 
the society is based on the assumption that everyone is lesbian or gay, 
and that that is the accepted, valued, normal, legal, sanctioned, re¬ 
warded way to be. In this imagined world, all of our socialization 
shapes us to be homosexual, and to want to grow up, find our same-gender 
mates, and settle into a celebrated partnership. Homosexual partner¬ 
ships are blessed by all the major religions through the various kinds 
of mating ceremonies. They are honored and respected by the legal 
system through binding contracts that take priority over blood relation¬ 
ships. The institutions of insurance, taxes, medicine, and banks all 
recognize same-gender partnerships, treat the same-gender mates as a 
team, and grant them advantages and privileges. Gay and lesbian people 
have hospital visitation rights, inheritance rights, and child custody 
rights that are denied to deviant heterosexuals. 
Although there are some liberals among psychologists and psychiatrists, 
most believe that heterosexuality is an illness or abnormality that 
originates from any of a number of traumatic childhood experiences, and 
reflects a less than mature level of development. Treatments and cures 
are offered, but the success rate is low, probably due to low motivation 
of the heterosexual population. 
Nearly all of our media images portray the normal lifestyle of healthy 
Americans clearly as happy gay and lesbian people paying their bills, 
going to work and to the grocery store, reading normal magazines, and 
watching themselves on TV every evening. It is rare to see a hetero¬ 
sexual character on TV, but when there is one, s/he very often has the 
stereotypical characteristics that we have been taught to associate with 
heterosexuals: promiscuity, obsession with sex, depression, self-hate, 
a tendency toward crime, or inability to control urges. It gives the 
viewer a clear message about who is to be feared, avoided, and despised. 
356 
Heterophobia pervades our culture and ranges from the unconscious teach¬ 
ings that shape our children to harassment, violence and murder of 
heterosexuals. 
As children, we are encouraged to stay with our own kind, and although 
it is all right for young children to play with children of the other 
gender, once we reach puberty, we can no longer stay overnight at our 
other gender friend's house, we are expected to begin the normal mating 
rituals of dating, going dancing, playing sports, and meeting in single 
gender groups for coffee, gossip, board meetings, business lunches, and 
at the club. Of course, these things must be done with our own gender. 
Anyone who shows interest in the other gender, or chooses to do some 
activity with someone of the other gender before her/his own kind is 
immediately ridiculed into conforming to the gay standard. 
The most common kind of ridicule is name-calling. No one wants to be 
called a "het," a "breeder," or "straight." Children learn early that 
one of the most humiliating taunts that they can hurl at any child who 
is not doing what the crowd wants, is the suggestion that s/he might be 
heterosexual. Most deviants step back into line quickly, since the 
family messages, institutional and cultural sanctions, and internalized 
heterophobia have such a strong influence on what we believe. 
If a person is actually suspected of being heterosexual, the discrimi¬ 
nation and harassment starts. That person is often ostracized from 
parties, fired from jobs (for incompetence, of course, because no one 
wants to say it is for being heterosexual), and may be forced to move 
from their home, possibly into a large city where there is a straight 
population and a "het-ghetto," and where they can find others to "pick 
up" in the breeder bars that most cities have. 
This world seems to encourage and promote het jokes, breeder bashing, 
straight baiting, and it even plays down the actual murder of hetero¬ 
sexuals, as in the case of San Francisco's mayor George Moscone, who was 
assassinated along with Gay Supervisor Harvey Milk. The media gave 
little coverage to the death of Milk because the other victim was a 
heterosexual, and the assassin, was sentenced for involuntary manslaugh¬ 
ter. 
For some heterosexuals, the punishment is more an internal harassment 
that results from needing to hide their heterosexuality in order to keep 
a job, a home, or the love of a family. They struggle inside with not 
being able to tell co-workers that they went camping with a person of 
the other gender, not being able to take their partner home to the 
family for the holidays, needing to put up with the eternal questions, 
"When are you going to find the right (same gender) mate and settle 
down?" 
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One of the more subtle ways that heterophobia plays itself out in this 
world is in the assumption of homosexuality that pervades the fabric of 
the culture and all of our communication. This assumption excludes and 
discounts everyone in mixed gender relationships, and keeps heterosex¬ 
uality invisible and taboo. 
Think about yourself in this world. If you are heterosexual, what must 
it be like to have to hide your sexual orientation in order to keep a 
job? Think about going home alone on the holidays. Think about needing 
to pretend to be gay or lesbian in some settings in order to survive. 
Think about being denied certain jobs if you choose to be open about 
your sexual orientation. Think about the power behind the years of 
messages that there is something wrong with you. Think about all the 
assumptions that are made about you based on stereotypes and misinfor¬ 
mation. Think about how difficult it is to find accurate information 
about your forerunners in history. Think about the lack of support for 
your relationships. Think about the anger you might experience at a 
society that treats you like less than a human being. Think about what 
you need to feel good about yourself, and to begin to claim your rights. 
Think about how you might work to build bridges that you can cross into 
a world of equality. 
Think about yourself in this world. If you are homosexual, what it must 
be like to be becoming aware of how your views have been shaped without 
your permission. Think about the guilt that comes up when you remember 
times you have been ignorant of the accurate facts, or oblivious to the 
subtle assumptions you made. Think about your hurt when someone assumes 
that you are the oppressor and that you agree with the mainstream even 
though your intentions are fair and good. Think about your privileges 
that you have always taken for granted. Think about the fact that you 
are scared to have to start giving up privileges now that you know what 
they are. Think about how you feel blamed for something you didn't even 
realize was happening. Think about the things you still don't know 
about the issue, that are looming like shadows over you making you 
hesitant to act. Think about what you need to feel good about yourself, 
and begin to take the risk to be an ally. Think about how you might 
work to build bridges that you can cross into a world of equality. 
ACTION CONTINUUM LECTURE 
There are eight stages of response described on this continuum. The 
actions move from being extremely homophobic or heterosexist on the left 
end of the continuum to extremely anti-homophobic and anti-heterosexist 
on the right side of the continuum. I'll describe each step alonq the 
continuum in more detail. 
Actively Participating. This stage of response includes actions 
that directly support lesbian/gay oppression. These actions in¬ 
clude laughing at or telling jokes that put down lesbians or gays, 
making fun of people who don't fit the traditional stereotypes of 
what is masculine or feminine, discouraging others and avoiding 
personal behavior that is not sex stereotyped, and engaging in 
verbal or physical harassment of lesbians, gays, or heterosexuals 
who do not conform to traditional sex role behavior. It also 
includes working for anti-gay legislation. 
2. Denying or Ignoring. This stage of response includes inaction that 
supports lesbian/gay oppression coupled with an unwillingness or 
inability to understand the effects of homophobic and heterosexist 
actions. This stage is characterized by a "business as usual" 
attitude. Though responses in this stage are not actively and 
directly homophobic or heterosexist, the passive acceptance of 
these actions by others serves to support the system of gay and 
lesbian oppression. 
3. Recognizing, But No Action. This stage of response is character¬ 
ized by a recognition of homophobic or heterosexist actions, and 
the harmful effects of these actions. However, this recognition 
does not result in action to interrupt the homophobic or hetero¬ 
sexist situation. Taking action is prevented by homophobia or a 
lack of knowledge about specific actions to take. This stage of 
response is accompanied by discomfort due to the lack of congruence 
between recognizing homophobia or heterosexism yet failing to act 
on this recognition. An example of this stage of response is a 
person hearing a friend tell a "queer joke," recognizing that it is 
homophobic, not laughing at the joke, but saying nothing to the 
friend about the joke. 
4. Recognizing and Interrupting. This stage of response includes not 
only recognizing homophobic and heterosexist actions, but also 
taking action to stop them. Though the response goes no further 
than stopping the action, this stage is often an important transi¬ 
tion from passively accepting homophobic or heterosexist actions to 
actively choosing anti-homophobic and anti-heterosexist actions. 
In this stage a person hearing a "queer joke" would not laugh and 
would tell the joke teller that jokes that put down lesbians and 
gays are not funny. Another example would be a person who realized 
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that s/he is avoiding an activity because others might think s/he 
is lesbian or gay if s/he participants in it, and then decided to 
participate. 
Educating Self. This stage of response includes taking action to 
learn more about lesbians, gays, heterosexism, and homophobia. 
These actions can include reading books, attending workshops, talk¬ 
ing to others, joining organizations, listening to lesbian or gay 
music, or any other actions that can increase awareness and know¬ 
ledge. This stage is also a prerequisite for the last three 
stages. All three involve interacting with others about homophobia 
and heterosexism. In order to do this confidently and comfortably, 
people need first to learn more. 
6. Questioning and Dialoguing. This stage of response is an attempt 
to begin educating others about homophobia and heterosexism. This 
stage goes beyond interrupting homophobic and heterosexist interac¬ 
tions to engaging people in dialogue about these issues. Through 
the use of questions and dialogue, this response attempts to help 
others increase their awareness of and knowledge about homophobia 
and heterosexism. 
7. Supporting and Encouraging. This stage of response includes 
actions that support and encourage the anti-homophobic and anti¬ 
heterosexist actions of others. Overcoming the homophobia that 
keeps people from interrupting this form of oppression even when 
they are offended by it is difficult. Supporting and encouraging 
others who are able to take this risk is an important part of re¬ 
inforcing anti-homophobic and anti-heterosexist behavior. 
8. Initiating and Preventing. This stage of response includes actions 
that actively anticipate and identify homophobic institutional 
practices or individual actions and work to change them. Examples 
include teachers changing a "Family Life" curriculum that is homo- 
phobic or heterosexist, or counselors inviting a speaker to come 
and discuss how homophobia can affect counselor-client interac¬ 
tions . 
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ALLY SENTENCE STEMS 
IN ORDER FOR US TO BE ALLIES. 
What I need/want from you is. 
What I can offer you is. 
What I fear most is. 
What I don’t want you to assume is. 
What I want you to know about me is. 
What I want you to understand is. 
What I like about my sexual orientation is. 
What I respect/honor about your sexual orientation is 
What I celebrate about me is. 
What's not so wonderful about my sexual orientation i 
What I'm uncomfortable with is. 
What I'm afraid people think/are going to say is. 
What I object to the most is. 
What offends me is. 
What I'd like to share with you is. 
Something that hurts me is. 
Something I want said about me is. 
What I trust in you is. 
What I don't trust is. 
Something I appreciate is. 
Something I'm willing to risk is. 
Something I want to do differently is. 
Something I want you to do differently is. 
A vision I have for the future is. 
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WORLD OF UNITY FANTASY 
Relax and breathe deeply, letting your whole body rest and feel comfor¬ 
table. Close your eyes if you like and travel with me on the waves of 
your breathing to a peaceful place, a comfortable, warm, soft, safe 
place where you can rest better than you ever have. Picture yourself 
asleep there. Listen to your slow long breaths as you feel the tension 
and fatigue flow out of your body and dissipate down into the earth 
beneath you making it even softer and more comfortable. As you slowly 
awaken in that place, and open your eyes and begin to look around, you 
see that there are others sleeping around you, resting just as peace¬ 
fully as you were, and they too are stirring. There are many people, as 
far as you can see, but it is not crowded, everyone has plenty of space. 
As you look at the others who are awakening, you notice that there are 
people of all types, shapes, sizes, colors and nationalities. There are 
men, women, conservative people, radical people. Black, brown, red, 
yellow and white skinned people, and many people whose skins are combi¬ 
nations of those colors, there are people dressed in clothing from many 
other cultures, some of which you recognize, and some of which you 
don't. There are people of every age: newborns, babies, toddlers, pre¬ 
schoolers, primary children, adolescents, teenagers, young adults, 
people in their 20s, 30s, 40s, 50s, 60s, 70s, 80s, 90s, and several 
folks who look so old and wise that you know they must be over 100 years 
old. 
There are people in wheelchairs, people with guide dogs, people with 
hearing aids, people whose bodies have grown differently than yours has, 
people who have one arm or one leg, and people whose bodies look a lot 
like yours. 
You see someone wearing a Jewish prayer shawl, someone with a crucifix, 
someone holding a Buddah, and someone meditating. There are people who 
are dressed as though they are wealthy, and people who wear simple prac¬ 
tical work clothes. 
As you begin to notice who is with whom, you see women lying next to 
men, women lying next to other women, men lying next to men, and some 
people in groups or alone. 
Everyone is beginning to stir now and folks are getting up, stretching, 
straiqhtening their clothes, and beginning to focus on a particular 
purpose. Everyone seems to be drawn to start looking and moving with 
direction. There is no rush, just a slow migration that seems magnetic. 
This group is going somewhere. 
363 
It seems to be some kind of pilgrimage. No one has luggage, they just 
walk casually, some hand in hand, others alone. There is an unspoken 
feeling of shared spiritual understanding leading the group to walk 
together. 
The sun is warm, and as you join in the walking, you seem to float along 
with others. You hear quiet talking, laughter, some singing both in 
front and behind you, different songs, but somehow in harmony. 
You glance at the person next to you and ask, "Where are we going?" An 
answer comes from several of the smiling people walking near you. 
"We're going to the world of unity, where there is equality for every¬ 
one, and no oppression of any kind. Where people love each other and 
that serves as the basis for everything." 
"What do you mean?" you ask. "Describe it to me, please." As you are 
walking, you listen to what all the people around you are saying about 
the world of unity. And soon you hear your own voice answering along 
with the others, and you are all talking about this world of unity. 
Listen to what this world is 1 ike.. .describe what you hear to yourself. 
What do people do that makes it different from the world you are used 
to? (pause after each of these questions) 
What do people learn and teach? 
What are the rules of this world of unity? 
What roles do people play? 
What are some of the cultural norms and practices? 
What are the institutions like: religion? psychology? rule enforce¬ 
ment? education? family life? 
How are problems dealt with? 
Picture the answers to these questions as clearly as you can. 
As you are walking you realize that you have come to the top of a hill, 
and you can see the world of unity in the distance. 
Its entrances beckon as you start down the hill. The closer you get to 
the entrance, the more you feel like you are arriving home. You feel 
increasingly at rest, full, loved, whole. 
Stay with those feelings. Bring them back with you to this world, as 
youyreturn your consciousness to this room. When you are ready, open 
your eyes. 
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WHERE WILL YOU BE? 
Boots are being polished 
Trumpeters clean their horns 
Chains and locks forged 
The crusade has begun. 
Once again flags of Christ 
are unfurled in the dawn 
and cries of soul saviors 
sing apocalyptic on air waves 
Citizens, good citizens all 
parade into voting booths 
and in self-righteous sanctity 
X away our right to life. 
I do not believe as some 
that the vote is an end. 
I fear even more 
It is just a beginning. 
So Must make assessment 
Look to you and ask: 
Where will you be when they come? 
They will not come 
a mob rolling 
through the streets, 
but quickly and quietly 
move into our homes 
and remove the evil, 
the queerness, 
the faggotry, 
the perverseness, 
from their midst. 
They will not come 
clothed in brown, 
and swastikas, or 
bearing chest heavy with 
gleaming crosses. 
The time and need 
for ruses are over. 
They will come 
in business suits 
to buy your homes 
and bring bodies to 
fill your jobs. 
They will come in robes 
to rehabilitate 
and white coats 
to subjugate 
and where will you be 
when they come? 
Where will we al1 be 
when they come? 
And they will come. 
they will come 
because we are 
defined as opposite- 
perverse 
and we are perverse. 
Every time we watched 
a queer hassled in the 
streets and said nothing- 
It was an act of perversion. 
Every time we lied about 
the boyfriend or girlfriend 
at coffee break- 
It was an act of perversion. 
Every time we heard, 
"I don't mind gays 
but why must they 
be blatant?" and said nothing- 
It was an act of perversion. 
Every time we let a lesbian mother 
lose her child and did not fill 
the courtrooms- 
It was an act of perversion. 
Every time we let straights 
make out in our bars while 
we couldn't touch because 
of laws- 
It was an act of perversion. 
Every time we put on the proper 
clothes to go to a family 
wedding and left our lovers 
at home- 
It was an act of perversion. 
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Every time we heard 
"Who I go to bed with 
is my personal choice¬ 
lt's personal not political" 
and said nothing- 
It was an act of perversion 
Every time we let straight relatives 
bury our dead and push our 
lovers away- 
It was an act of perversion. 
And they will come 
They will come for 
the perverts 
& it won't matter 
if you1 re 
homosexual, not a faggot 
lesbian, not a dyke 
gay, not queer 
It won't matter 
if you 
own your business 
have a good job 
or are on S.S. I. 
It won't matter 
if you're 
Black 
Chicano 
Native American 
Asian or White 
It won't matter 
if you're from 
New York 
or Los Angeles 
Galveston 
or Sioux Falls 
It won't matter 
i f you' re 
Butch, or Fern 
Not into roles 
Monogamous 
Non Monogamous 
It won't matter 
If you're 
Catholic 
Baptist 
Atheist 
Jewish 
or M.C.C. 
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They will come 
They will come 
to the cities 
and to the land 
to your front rooms 
and in your closets. 
They will come for 
the perverts 
and where will 
you be 
When they come? 
- Conditions: Five, The Black 
Women's Issue, Conditions, 
Baltimore, MD, 1979. 
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ASSIGNMENT: Heterosexism Workshop 
(Workshop One) 
Due in labelled box, mailbox room, third floor, Hills South or mailed 
to Bobbie Harro, 59 Goodel1 Street, Belchertown, MA 01007 
or Steve Shapiro, 40 Oakland Avenue, Arlington, MA 02174 
BY: Friday, December 16, 1983 
Write a personal letter (it doesn't matter to whom), not a formal paper, 
in which you talk about the workshop and the readings as you might 
recount your views to an old friend. It should be about 5 double-spaced 
pages (that's approximate) and should contain explanation of the follow¬ 
ing things: 
(1) Trace your general impressions as they may have changed 
through the course of the weekend, and/or the readings. 
(2) Name one or two learnings and how they affected your personal 
1 i fe. 
(3) List which of the readings you read. 
(4) Talk about something you read that had impact on your life. 
(5) Make connections, similarities and differences, between 
heterosexism and other forms of oppression. 
(6) Discuss any changes the workshop or readings may have 
inspired you to make. Is there anything you might see or do 
differently in the future? 
Writing style is not an issue in the letter. Have fun with it as though 
you might actually send it. If you want to reorganize the content in 
any way, feel free. Basically, we want to get a sense of how the work¬ 
shop experience touched your life. 
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ASSIGNMENT: Final Paper 
(Workshop Two) 
Form: Typewritten, double spaced 
Date due: April 26, 1985 
Deliver to: Box labelled "Heterosexism Papers" in mail room across from 
office, 3rd floor, Hills South, UMASS 
or send to: Ange and Bobbie, HS/ABS Division, Third Floor, Hills South 
UMass, Amherst, MA 01003 
Write an original final paper which includes all three of the followinq 
segments: 
(1) Choose five (5) of the assigned readings, and for each of them 
(a) summarize what the author is saying in one paragraph, (b) tell 
why you chose this article and what your reactions to it are, and 
(c) connect the article to some part of the workshop with examples 
of how it is consistent or inconsistent. 
(2) Give and describe at least two (2) concrete examples from your own 
life and experience that show how you have been/are in Freire's 
(a) magical stage, (b) naive stage, and (c) critical transforming 
stage of thinking and acting in relation to heterosexism. 
(3) Choose one of the following four questions and write a minimum one 
page response to it. 
(a) Select a news item, article, or current event that relates to 
heterosexism; read it, summarize it, and describe how it is an 
example of something you learned in the workshop (what level 
is it on? how would you take action on it? what reactions 
do you have on it, etc.) 
(b) Discuss how heterosexism has touched you personally (perhaps 
in relation to your "personal hurt experience"). 
(c) Develop and describe a personal action strategy that you will 
undertake (example: attend five events during gay and lesbian 
awareness week). 
(d) Discuss your personal emotional response to one of the follow¬ 
ing workshop activities: 
Buttons for lunch 
Ally sentence stems 
Film: Pink Triangles 
Speakers' Bureau 
Same sex friendship memory 
Include any personal feedback you would like Ange and Bobbie to have. 

